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South Africa and its educational system had to move on from the inequalities that were 
formed during the apartheid system. In order for this to take place, the National Curriculum 
Statement (NCS) was developed and Life Orientation (LO) formed part of this statement. 
However, according to the Curriculum Assessment Policy Statement (CAPS), LO in the 
Intermediate Phase is known as Life Skills (LS) and there are only four outcomes. 
Physical Education (PE) is seen as one of the outcomes of LS and one of the major 
outcomes that promote health in schools. This research investigated the current state and 
status to determine whether there is a gap within the delivery of PE in the intermediate 
schooling phase (Grade 4-6).  
All learners require a holistic developmental approach in accordance with their health and 
the development of their cognitive, social, psychomotor, affective and physical domains. 
The aim of PE is therefore to address this development through movement. With this 
study, the same design and data collection methods as the national research report 
conducted by the South African Universities Physical Education Association (SAUPEA) 
were employed. This research project included public primary (Senior Phase) and 
secondary (Further Education and Training) schools and schools for learners with special 
needs from all nine provinces of South Africa. The main focus of this study, however, was 
on the Intermediate Phase (Grade 4-6). Thus, this study aimed to investigate the current 
state and status of physical education in the intermediate schooling phase (Grade 4-6), 
in selected public schools from the Alberton region of Gauteng, South Africa. 
The research focused on a purposive randomised selection of Quintile 1 to 5 public 
primary schools (n = 8). A mixed method descriptive design of data gathering was used, 
namely questionnaires, interviews, focus groups, observation protocols and curriculum 
analysis. This study followed the methodology that was developed during the South 
African Universities Physical Education Association (SAUPEA) research project. A pilot 
study was conducted, however, to determine logistical and technical procedures for data 
collection. Reliability was tested through the Guttman Lambda 2 co-efficient. 
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Trustworthiness was assured by using credibility, transferability, dependability and 
confirmability.  
The analytical matrices were electronically saved and qualitative data were analysed 
through ATLAS.ti software version 8. The quantitative data were analysed and interpreted 
through the use of the Statistical Package of the Social Sciences (SPSS) version 24.0 by 
STATKON at the University of Johannesburg. Descriptive statistics, such as percentages, 
means, analysis of variance and cross tabulations, was used to illustrate data and results. 
The qualitative and quantitative data sets were triangulated to corroborate the findings. 
This research allowed the opportunity to identify any gap in the state and status of 
intermediate phase PE that still forms part of the Life Skills curriculum. This information 
will assist with curriculum design and teacher training. 
The research findings revealed challenges in the implementation and delivery of PE. In 
most cases, the number of learners per class were large, assessment procedures were 
uncertain and the time allocated for PE was not enough. The schools had poor facilities 
and equipment. All these challenges were mostly seen in schools that fall under the 
Quintile level 1-3 schools and the low status assigned to PE. Despite these challenges, 
the schools mostly displayed that they understood the importance of PE and the 
implementation thereof. Although these efforts are visible in the contribution of keeping 
PE active, the PE situation in most schools fell short of accepted and reasonable 
standards.  
These findings have vital implications for the implementation and improvement of the 
state and status of PE. Increased governmental support in the form of resources is 
required. Apart from relying on governmental support, this study puts forward options for 
schools to partner with stakeholders that are in their local communities to boost their PE 
programmes. Additionally, proper teacher training is required for quality physical 
education. These activities can be extensively used to enrich the PE curriculum.   
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BACKGROUND AND RATIONALE OF THE STUDY 
1.1 Introduction 
South Africa and its educational system had to move on from the inequalities that had 
been formed during the apartheid system. In order for this to take place, the National 
Curriculum Statement (NCS) was developed, and Life Orientation (LO) and Life skills (LS) 
formed part of this NCS (Van Deventer, 2009a). However, according to the Curriculum 
Assessment Policy Statement (CAPS, 2011), which was implemented in schools in 2012, 
LO in the Intermediate Phase (IP) is known as Life Skills (LS) and there are only four 
outcomes (Van Deventer, 2009a). LO is implemented in senior phase (Grades 7-9) and 
further education and training (FET) phase (Grades 10-12). LS is taught in the foundation 
phase (Grades R-3) and in the Intermediate phase (Grades 4-6). Physical education (PE) 
is seen as one of the outcomes of LS and one of the major outcomes that promote health 
in schools (Stroebel, Hay & Bloemhoff, 2017).  
This research investigates the current state and status of PE in the IP. The focus of the 
study is to determine whether there is a gap within the delivery of PE in the IP. The 
geographic area of this study focuses on the selected public schools from the Alberton 
region of Gauteng province, South Africa.  
All learners require a holistic developmental approach in the delivery of PE. This means 
PE should be delivered in accordance with the learners’ health and the development of 
their cognitive, social, psychomotor, affective and physical domains (Gallahue & Cleland 
Donnelly, 2007). PE lessons should therefore aim at stimulating and developing all these 
domains simultaneously (Bailey, Hillman, Arent & Petitpas, 2013). 
The Human Capital Model (HCM) is a framework for thinking about the outcomes and 
processes of physical activity (Bailey, Cope & Parnell, 2015). This framework is used to 





1.2 Synoptic overview of PE in South African context 
The following outlines a synoptic overview of PE in the South African context. 
1.2.1 Historical background to PE 
The Koi and San tribes used to live on the land that we see today as modern South Africa 
(Shaw, Shaw & De Ridder, 2014). Prior to European colonisation, learning among South 
Africa’s tribal groups was through indigenous forms of education (Shaw et al., 2014). 
When the land was colonised by the Dutch Europeans, the Koi and San were forced off 
the land to work on the farms. According to Shaw et al. (2014), they became slaves during 
these times. The British Europeans colonised South Africa in 1804 and because of their 
strong military force they confiscated the in land as well (Coovadia, Jewkes, Barron, 
Sanders & McIntyre, 2009). This resulted in the domination of European learning 
systems, with European physical activities having precedence over indigenous physical 
activities (Chepyator-Thomson, 2014). Formal PE teaching and learning began to emerge 
in the early 1800s (Van der Merwe, 1999). Non-whites were poorly regarded in the 
establishment of PE (De Ridder & Coetzee, 2013). It was believed that the European 
culture was superior. The indigenous and artistic recreations were taken out of the 
schools, which were filled with European methods (Munchick, 2017). During this period, 
PE was highly militarised in the well-equipped white dominated schools to supposedly 
prepare against attacks from black communists (Cleophas & Van Der Merwe, 2009). 
When political transition occurred in 1994, education was at the centre of policy reform 
(Spaull, 2012). PE endured major policy experimentations during the early post-apartheid 
years (Van Der Berg, 2005). The first notable curriculum review in post-apartheid SA was 
the Outcome Based Education (OBE) between 1997 and 1998. The review that followed 
was the Revised National Curriculum Statement (RNCS) in 2000. Then came the current 
National Curriculum Statement Grades R-12, also known as CAPS (Stroebel et al., 2017). 
PE delivery during and after apartheid South Africa has been associated with disputable 
policies (Amusa, Goon, Amey & Toriola, 2011). During apartheid, PE was implemented 
along political and racial lines (Cleophas, 2017). In post-apartheid South Africa, PE 
delivery is seemingly subdued in attempts to increase learners’ pass rates in so-called 




The worldwide decline in PE resulted in a multi-stakeholder PE world summit in Berlin in 
1999 (Van Deventer, 2014). It was accompanied by high hopes and prospects for PE in 
schools (Hardman & Green, 2011). It is therefore expected that by now, PE should have 
occupied a prominent space in curricula. However, some studies indicate that policy 
inconsistencies continue to negatively affect the implementation of PE in schools (Van 
Deventer, 2014). Given the well documented benefits of PE among learners, this calls for 
investigation into the state and status of PE in various contexts (Hardman & Green, 2011). 
Primary schools provide the most ideal setting for instilling movement patterns at a young 
age (Roux, 2007).  
1.2.2  Curriculum development 
In the South African context, PE underwent some significant changes since 1994 to bring 
equality in the educational system and curricular changes led to the relegation of PE (Van 
Deventer, 2009a). With OBE, LO was introduced as a subject in 1998 (Van Deventer, 
2009b). OBE was revised and changed to the Revised National Curriculum Statement 
(RNCS) in 2000 and in 2002 it became known as the National Curriculum Statement 
(NCS) (Van Deventer, 2009b), and was further replaced in 2012 by CAPS.  
Currently, PE is offered as a sub section of Life Orientation (LO) and Life Skills (LS). LO 
caters for the senior (Grades 7-9) and FET (Grades 10-12) phases, while LS is for 
foundation (Grades 1-3) and Intermediate Phases (Grades 4-6). Cleophas (2014) finds 
that including PE as part of LO or LS problematic. LO and LS present time restrictions for 
PE. Additionally, most PE teachers are not trained specialists. Given that the rationale for 
teaching in South Africa is to give concrete meaning to the idea of equality education, the 
downgrading of PE from being a standalone subject has been criticised as a disservice 
to learners (Cleophas, 2014). 
1.2.3  The role and benefits of PE 
PE has a unique, but not exclusive, role to play in education of children not only to 
enhance physical fitness and well-being, but also to equip them for meaningful and 
successful living in a rapid changing and transforming society (CAPS, 2011). For most 
urban settings in South Africa, modern life has brought about devices that promote 




public spaces, restrict children to a domestic environment. Schools therefore are the most 
strategic places for physical activity. Considering this, it was vital to investigate the state 
and status of PE in schools, since it is the only curriculum subject that inclusively 
promotes physical activity among learners (Van Deventer, 2014). 
Within the South African context, there is a scarcity of comprehensive research that 
examines the importance and the framework for PE, which is based on the HCM by 
Bailey, Cope and Parnell (2015). This paradigm takes a broad and inclusive view of 
physical activity. It locates the health agenda in a holistic view of childhood development. 
It frames development in terms of different forms of ‘capital’. Gallahue and Cleland 
Donnelly (2007) promote this holistic approach through the cultivation of fundamental 
movement skills to address all the developmental domains. These are the physical, 
emotional, social, individual and intellectual domains that can be built on and drawn on 
throughout life (Bailey et al., 2013). 
In line with the HCM, literature shows evidence that there are holistic health benefits from 
PE in the schooling system (Bailey et al., 2013). This is consistent with the World Health 
Organization’s (WHO) definition of health, which is a complete state of physical, mental 
and social well-being, and not merely the absence of disease or sickness. The United 
Nations Educational, Scientific and Cultural Organization (UNESCO, 2015) states that 
the provision of PE is in decline across the world, which is a serious health concern. 
Countries should therefore invest in a policy action to ensure that the subject secures its 
rightful place in school curricula (UNESCO, 2015). 
Therefore, the holistic developmental needs include the psychomotor domain, meaning 
mastery and refinement of a wide variety of fundamental movement skills and sport-
related movement skills (Roux, 2007). Cognitive refers to knowledge and the 
development of intellectual skills (Bailey, 2006). The affective domain refers to the 
process whereby a person’s affect towards an object passes from a general awareness 
level to a point where the affect is ‘internalised’ and consistently guides or controls the 
person’s behaviour (Gallahue & Cleland Donnelly, 2003). The social development 
includes group affiliation, attitude formation and character education (Gallahue & Cleland 




and the changes in the internal structure and functioning of the body (Roux, 2009). Thus, 
by implementing a holistic approach towards the developmental needs of learners, it will 
have many benefits. Beneficial claims, like character building, crime prevention, 
prevention of teenage pregnancy, fight against obesity and help with the development of 
responsible citizens, are only a few. Furthermore, regular participation in physical activity 
is linked to enhancement of brain function and cognition, improvement of learners’ 
classroom behaviour and better concentration (Lindner, 2002; Howie & Pate, 2012; 
Singh, Uijtdewilligen, Twisk, Van Mechelen & Chinapaw, 2012). According to Howie and 
Pate (2012), PE will not only allow for better brain cognitive function, but also for better 
well-being and health. It is stated that child and adolescent health promotion intervention 
frequently relies on schools as a key delivery setting (Howie & Pate, 2012). With the 
current health status of the South African nation in need of intervention, PE is one of the 
most effective ways to improve health and wellness (Draper, Basset, De Villiers, Lambert 
& HAKSA, 2014). Therefore, PE is a key to lifelong health through lifelong participation. 
1.2.4  The importance of quality PE and teacher training 
Based on the benefits of PE as mentioned above (character building, crime prevention, 
prevention of teenage pregnancy, fight against obesity and help with the development of 
responsible citizens), it is critical for teachers to have the appropriate pedagogical content 
knowledge (PCK) to address all the domains holistically (Ward, 2013). Although Becker, 
McClelland, Loprinzi, and Trost, (2014) caution against putting excessive demands on 
PE classes and their teachers by “absolutizing” the holistic approach, schools need to 
have the facilities, equipment, materials and personnel to advance PE. 
Researchers argue that PE might for various reasons not be implemented at an optimal 
level (UNESCO, 2015). The importance of PE teachers, being the potential gatekeepers 
of informing school physical activity policies, delivery, planning and implementation, are 
sometimes disregarded as unimportant by the policy makers (Hyndman, Telford, Finch & 
Benson, 2012). Richards, Templin and Graber (2014) state that new teachers who 
transform from student to teacher, teachers with an inappropriate background in PE and 
not knowing their roles as PE teachers in the workplace experience anxiety. This 




et al., 2014). This might be problematic as PE teaching often has as its goal to positively 
influence activity levels while ensuring learning takes place (Drummond & Pill, 2011). 
The quality of the education that student teachers receive is widely understood to play a 
significant role in student learning (Toh, Ho, Riley & Hoh, 2006). Content development is 
a critical skill for PE teachers, because it provides essential knowledge for a teacher to 
draw upon as the teacher implements instructions (Rink, 1994; Ward, 2013). Secondly, 
fundamental to quality teaching is a teacher’s use of pedagogical content knowledge 
(PCK). The integration of content knowledge with knowledge of pedagogy and 
understanding of learners’ abilities in a specific context is called PCK (Ward, 2009). 
In the South African context, the Department of Basic Education (DBE, 2011a) and Sport 
and Recreation South Africa (SRSA, 2013) recognise the holistic benefits and potential 
contribution that PE holds. However, current high levels of obesity and other chronic 
diseases, such as heart disease, hypertension, diabetes, and psychological problems, 
place a burden on schools to promote healthy behaviours through PE (Muthuri, 2014). 
These problems can be controlled and even prevented with good quality PE. This shows 
the importance of PE. Furthermore, most studies on PE in South Africa focus on the 
senior and further education and development (FET) phases (Van Deventer, 2014). This 
presents a significant gap in the literature for investigating the state and status of PE in 
the Intermediate Phase, even though, according to Katzenellenbogen (1999), the 
foundation and the intermediate schooling phases of PE are where the fundamental 
movement pattern and mastery of movement patterns take place. It can be said that the 
basis for PE regarding health, physical fitness and social outcomes for the nation starts 
in the foundation and Intermediate Phases.  
1.3 Problem statement 
The WHO (2013) and UNESCO (2015) argue that since the provision of PE is in decline 
across the world, it is currently described as a pandemic. Quality PE can assist in 
preventing risky behaviour and in developing healthy well-being among South African 
youth (Draper et al., 2014). Yet, South African research reveals increased incidences of 




of the opinion that the decline in physical activity and aerobic fitness, accompanied by 
rises in sedentary lifestyle, can be directly linked with the low status of implementation of 
PE, after the inception of LO and LS as subjects to replace PE in South African schools. 
It is stated that child and adolescent health promotion intervention frequently relies on 
schools as a key delivery setting (Howie & Pate, 2012). 
The CAPS document is used as the policy governing the school curricula in South Africa 
under the NCS Grades R-12 (Stroebel, 2018). The CAPS states what should be taught 
in each grade (Nkosi, 2014). The CAPS also indicates the learning activities, assessment 
procedures and the time allocation for PE (Mqadi, 2015). According to the CAPS, PE as 
a subsection of LS has the aim to promote physical activity among children. However, 
studies by Monyeki and Ramoshaba (2015) recorded poor physical fitness measures 
among primary school children. According to the WHO (2013), there is a decline in 
children’s well-being. Obesity and chronic diseases, such as heart disease, hypertension, 
diabetes, and psychological problems, are at an all-time high among children (WHO, 
2018). 
With the current health status of the South African nation in need of intervention, PE is 
one of the most effective ways to improve health and wellness (Draper et al., 2014). With 
the high numbers of declining physical, mental and social well-being in South Africa there 
is a problem within the state and status of PE. Moselawakgomo, Monyeki and Toriola 
(2015) argue that the provision of quality physical activity programmes can help stop this 
downwards trend.  
Global stakeholders, including the United Nations (UN) agencies, participated in policy 
improvement and development to address poverty and inequality around the globe. With 
physical inactivity being one of the major contributions towards non-contagious disease 
mortality rates and obesity, the World Health Organization (WHO) focused on PE as an 
instrument for change and improvement. South Africa formed part of a nationwide Quality 
Physical Education (QPE) study, under the mentorship of UNICEF-DBE partnership 
(Burnett, 2016). The research aimed to determine the current state and status of PE 
(within the learning area of LS/LO) as suggested by the CAPS, for South African public 




conducted the research. Twenty-seven researchers from nine public South African 
universities contributed. However, the SAUPEA research did not include IP learners in 
their study (Burnett, 2018).  
The early childhood years have been recognised by numerous researchers as a critical 
period for the development and attainment of motor skills, also known as fundamental 
movement skills (Pienaar, 2009). Poor motor skill development during the early childhood 
years can delay various aspects of a young child’s development (Pienaar, 2009; Pienaar 
& Kemp, 2014). Seeing that the window of opportunity (Pienaar, 2009) is very small for 
the fundamental movement skills development to take place during the foundation and IP 
phase, the National Research Report on the state and status of PE in the public schools 
of South Africa (Burnett, 2018) influenced this study.  
Therefore, this study’s primary focus is on PE in the IP in the public schools in Alberton 
as part of the Ekurhuleni District of the Gauteng province of South Africa. Hence, to 
determine the state and status of PE regarding IP information for PE teachers, PE 
programmes, time allocations, resources, class sizes and assessment procedures were 
investigated. 
1.4 Research aim and objectives 
The aim of this study was to investigate the current state and status of PE in the 
intermediate schooling phase in selected public schools from the Alberton region of 
Gauteng province, South Africa.  
This aim was translated into the following objectives: 
i) To determine the experience and attitudes of the Intermediate Phase LS/PE 
teachers towards PE. 
ii) To determine the experience and attitudes of Intermediate Phase LS/PE learners 
towards PE. 
iii) To determine whether the CAPS document is followed and outcomes are reached. 
iv) To determine whether Intermediate Phase primary schools have access to enough 




1.5 Research design 
With this study, the same design and data collection methods as the national research 
report conducted by the South African Universities Physical Education Association 
(SAUPEA) (Burnett, 2018), were employed. This research project (Burnett, 2018) 
included public primary (Senior Phase) and secondary (Further Education and Training) 
schools and schools for learners with special needs from all nine provinces of South 
Africa. The methodology used in this study was developed and tested for sight validity at 
a training workshop by SAUPEA (Burnett, 2018) and was adopted for the National 
Research Project completed by SAUPEA (Burnett, 2018). 
A mixed method (Creswell & Plano-Clark, 2011) descriptive design of data gathering was 
used. Thus, this study included quantitative information (questionnaires), and qualitative 
information (interviews, observation protocols and focus group discussions). This design 
involved gathering and analysing both qualitative and quantitative data during the same 
phase of the research process and merging the two data sets for overall understanding 
(Creswell & Plano-Clark, 2011). This allowed for a diverse interpretation of how the PE 
programmes are delivered, understood and experienced. This mixed method descriptive 
design with integrated methods and an interpretative approach was most relevant to 
reveal the acceptance expressed in local voices of programme content and teaching 
practices (Jabareen, 2009; Burnett, 2016). 
1.6 Methods and sampling 
The methods, sampling criteria and procedures are discussed under the following 
headings: 
1.6.1  Methods 
The mixed method design of gathering, analysing and incorporating quantitative and 
qualitative data within a single study to present more comprehensive findings than can 
be generated in a single design was used (Creswell, 2008; Creswell & Plano-Clark, 2011). 
For this study, four data sets were produced according to the different methods used. 
Quantitative methods use objective measurements, such as statistics and numbers to 




(Babbie, 2010). For the quantitative method, the study used questionnaires to collect data 
concerning the participation and experiences from the Intermediate Phase Grade six 
learners.  
Qualitative research entails inquiry into phenomena by collecting words or detailed 
narrations of participants, usually through observations, interviews and focus group 
discussions (Ivankova, Creswell & Plano-Clark, 2010). For the gathering of qualitative 
data, the following methods were used: an observation protocol was used to gather 
information regarding statistics of the school, space or playground size; PE class lectures 
were observed, as well as resources available, time spent on PE lessons, sports played, 
available coaches and what learners did during break. No pictures were taken. This was 
to respect the anonymity of the schools and participants. Focus group discussions were 
conducted to gather data regarding the understanding and implementation of PE. Semi-
structured interviews were conducted to collect data on the delivery of quality physical 
education (QPE), and its availability. Finally, the results from quantitative and qualitative 
data were compared by identifying content areas and topics represented in both 
qualitative and quantitative data sets. The comparisons were represented and 
summarised using up-to-date discussions based on the objectives of the study (Creswell 
& Plano-Clark, 2011). 
1.6.2  Sampling 
With this study, the delivery of PE was investigated in the IP of eight selected public 
primary schools in Alberton. The schools were purposefully selected from all over the 
Alberton area. Alberton was divided into four segments (North-East, South-East, South-
West and North-West). Two public primary schools from each of the segments were 
chosen. The geographical setting of the research focused on a purposive randomised 
selection of eight public primary schools in an urban, township and rural geographical 
setting. The schools were also evenly paired from Quintile 1-5 (Van Wyk, 2015). The 
National Norms and Standards for Public School Funding, according to the DoE (DoE, 
2009, Van Wyk 2015), proposed the quintile rating system, ranked one to five. Quintile 1 
is the group of schools catering for the poorest 20% of learners. Quintile 2 caters for the 




Quintile 5 schools are those schools that cater for the least poor 20% of learners. Thus, 
two Quintile 1 schools, two Quintile 2, two Quintile 3 and two Quintile 4 and 5 schools 
were purposefully selected (see 3.4). Owing to the very similar socio-economic status of 
Quintile 4 and 5 schools, these schools were grouped together for this investigation.  
The participants included the principal (or representative) from each school, the LS and/or 
PE teachers, 50 selected Grade 6 learners in the IP from each school. As the Grade 6 
learners were on the highest level of the IP, the study acknowledged that the Grade 6 
learners would be more intelligible. According to the National Report done by SAUPEA 
(Burnett, 2018), it was established that the Grade 6 learners found the questionnaires 
clear and easier to understand compared to Grade 4 and 5 learners of the same phase.  
The categories of participants and the data collection methods used are listed below: 
i) A total of 374 learners responded to questionnaires. 
ii) A total of 48 learners participated in focus group discussions. (Six learners were 
selected per school). 
iii) A total of 20 Intermediate Phase LS/PE teachers participated in focus group 
discussions. 
iv) A total of eight principals participated in the semi-structured interviews (one principal 
per school, if the principal was not available, the representative took part). 
1.7 Delimitations 
Delimitation refers to demarcating the characteristics that define the scope and 
boundaries of the study (Shimon, 2011). The research primarily focused on the Grade 6 
IP learners. The study was limited by the Ekurhuleni District in the Alberton area, Gauteng 
province, due to time and financial constraints, and because the Government Department 
of Education (GDE) only granted permission to use this area. 
1.8 Limitations 
Limitations refer to potential weaknesses affecting the study, which are beyond the 
researcher’s control (Shimon, 2011). Obtaining permission to conduct the research from 




questionnaires were not completed according to standard and had to be disregarded. 
Owing to financial constraints and time, the number of schools was limited. The limited 
number of schools also limited the findings. There was no way to prove whether the 
respondents would be honest in their responses or not, which can result in biased 
responses. 
1.9 Clarification of key concepts 
The following key concepts from this study are briefly discussed below: The Human 
Capital model, holistic development, the CAPS document, state and status, physical 
education linked with physical activity and school sport, Life Skills and Intermediate 
Phase. 
1.9.1 Global policy makers and constitutional acts towards PE 
Global policy makers are regarded as the stakeholders of plans and ideas, who draw up 
the policies for problem solving and problem prevention strategies for governments and 
global institutions. These global policy makers draw upon the importance of PE, while the 
constitutional acts show the basic rights towards PE.  
1.9.2  The Human Capital Model 
The Human Capital Model (HCM) is the result of an attempt to draw together an evidence 
base of the extensive and varied benefits of sports and other physical activities (Bailey, 
Hillman, Arent & Petitpas, 2012; 2013). The HCM is a framework for thinking about the 
outcomes and processes of physical activity (Bailey, et al., 2015). The HCM shows the 
importance of the social, physical, cognitive, affective and psychomotor development we 
find in PE and how this is of uttermost importance in the development of the human. This 
is not only for health benefits, but also serves as the basic requirements to become and 
stay in an art of positive living, thus, developing your “human capital” into a lifelong 
progressive way of existence.  
1.9.3  Holistic development 
Holistic development is growth in the psychomotor, affective, social and cognitive 
domains of children as a result of PE movement activities (Gallahue & Cleland Donnelly, 




of a child to provide learning experiences that go beyond mere intellectual development 
(Stolz, 2013).  
1.9.4 Curriculum Assessment Policy Statement (CAPS) 
A curriculum is a blueprint to systematically implement educational syllabi to achieve pre-
determined outcomes (Su, 2012). The CAPS is an all-inclusive and succinct educational 
policy document that guides teaching and learning in South African primary and 
secondary schools between Grades R to 12 (Gama, 2015).  
1.9.5 State and status 
The numerous studies on PE conditions appear not to clearly define and delineate state 
or status as concepts (Aluko, 2011; Hardman, 2001; Hardman & Marshall, 2001; Kanan, 
2009; Mudekunye & Sithole, 2012; Owolabi & Sewane, 1999; Van Deventer, 2011).  
In this research, the state of PE focuses on the fundamental situations or conditions that 
have an firm bearing on the applications of PE in schools. According to Van Deventer 
(2014), structures such as facilities, equipment, educator pedagogy content knowledge 
(PCK), skills, class size and the type of programmes determine the status of PE.  
In this study, the status refers to the important attributes to PE, such as the time allocated 
for PE and the way PE is perceived and assigned in the school contexts (Rooth, 2005). 
1.9.6 Physical education (PE), physical activity (PA) and athletic activity (sport) 
The following review shortly introduces PE, PA and sport.  
1.9.6.1 Physical education (PE) 
Various attempts have been made to define the term PE, yet it remains a complex task 
to define PE as a subject or discipline (Stidder & Hayes, 2017). PE is often described as 
essential subject matter dedicated to learning in the psychomotor domain and is 
committed to developing lifetime physical activity patterns (Kirchner & Fischburne, 1998). 
Globally, physical education remains a relatively under-sourced and under-valued school 
curriculum subject (Hardman & Marshall, 2009). Blanchard and Cheska (1985) already 
demarcated physical education as involving both mental and physical activity that are 




curriculum-based, PA learning experiences that meet the holistic needs of learners 
through a healthy movement culture (Katzenellenbogen, 1994). It is a timetabled and 
multi-activity subject taught for the attainment of movement skills for long-lasting and 
purposeful participation in safe physical activities (Kazungu, 2016). In the context of 
primary schools, the learners’ natural physiological and psychological responses to 
movement stimuli are highly favourable. This means that PE lessons can result in optimal 
and holistic development as well as a positive movement culture in children (Pienaar & 
Kemp, 2014). In an attempt to refine the scope and purpose of physical education, 
UNESCO (2014) brought out a statement about Quality Physical Education (QPE). It 
recognises the formative role of physical education to be developmentally appropriate 
and contribute to holistic development, life-course learning and active living (Ward, 2013; 
Dyson, 2014).  
1.9.6.2 Physical activity (PA) 
The World Health Organization (WHO, 2018) presented a clear case that is set up to aid 
in socio-economic outcomes while preventing a decline in health. This is set up by means 
of duration, frequency and intensity (WHO, 2018) and draws on the HCM (Bailey et al., 
2013). The WHO (2018) defines PA as any bodily movement produced by skeletal muscle 
that requires energy expenditure. Researchers draw a direct link between the low status 
and inadequate implementation of PE (Draper et al., 2014; Muthuri, 2014). 
1.9.6.3 Athletic activity (Sport) 
The word ‘sport’ derives from the Latin root desporto, meaning “to carry away” (Leonard, 
1998: 12). When studying sport as a phenomenon, this broad perspective can be unclear 
and ambiguous (Roux, 2013). School sport is considered an extracurricular activity (Van 
Deventer, 2014). Coakley (2004) defines sports as “being institutionalized competitive 
activities that involve rigorous physical exertion or the use of relatively complex physical 
skills by participants motivated by internal and external rewards”. However, the link 





1.9.7 Life skills (LS) 
LS is a foundation and Intermediate Phase learning area between Grades R to 6 as 
specified in the CAPS curriculum (Sheldon, 2014). It consists of beginning knowledge, 
creative arts, personal and social well-being and PE (Department of Basic Education 
[DBE], 2011a). 
1.9.8 Intermediate phase 
This is a learning band comprising Grades 4 to 6 (average age between 10 and 12 years) 
in the South African education system (Department of Basic Education [DBE], 2011b).  
1.10 Structure of the dissertation 
This dissertation is structured in the following five chapters: 
Chapter One: Background and rationale of the study 
This chapter provides an introductory overview of the study and identifies the problem 
statement, the aim and objectives of the study, research design, delimitations and 
limitations of the study as well as a brief analysis of the key concepts of the study. 
Chapter Two: Literature review 
This chapter is a review of related literature to provide relevant academic discourse on 
the subject matter of the research. This chapter reviews scholarly literature relevant to 
the study. The chapter presents a conceptual framework that guides the study.   
Chapter Three: Methodology 
This chapter outlines the research methodology adopted for this study. The research 
design, the study context, research instruments, sampling procedures, methods of data 
collection and data analysis are described in greater detail.  
Chapter Four: Results and discussion 
This chapter is the presentation, interpretation and discussion of the qualitative and 
quantitative research results. 




This chapter discusses and synthesises key findings emerging from the study. It also 
offers recommendations arising from the results of the study.  
1.11 Significance and envisaged outcomes 
This research will allow the opportunity to identify any gaps in the state and status of PE 
in the Intermediate Phase. Higher education institutes, together with the SAUPEA 
research team, will have the ability to inform PE decision and policy makers, curriculum 
designers, teacher training institutions and the teachers as implementers, accordingly. 
The results of this study may therefore contribute to the existing body of knowledge 
through: 
 Providing feedback sessions to the participating schools for the use in strategic 
decision making. 
 Packaging the findings into strategies for possible action to be taken by different 
stakeholders and writing informative pieces for wider consumption. 
 Publishing at least two research papers in accredited journals. 
 Initiating ongoing research in this domain. 
1.12 Chapter summary 
In this chapter, an attempt was made to contextualise the research by introducing the 
study. It outlined general and contextual overviews of PE as backgrounds to the study. 
The chapter further posited an argument for PE research in the Intermediate Phase in 
public primary schools. Further, the research design to be used was discussed as well as 
the methodology, delimitations and limitations. Other aspects included in the chapter are 
the problem statement, the study aim and objectives guiding the study as well as the key 
concepts used in the study. Finally, the envisaged outcomes were discussed. In the 
following chapter, a complete review of the literature provides a detailed overview of the 






2.1  Introduction 
This chapter presents a broad outline of earlier research associated with the theme under 
exploration. It acts as a reference point for linking this study’s findings with other studies 
(Rocco & Plakhotnik, 2009), such as the Quality Physical Education (QPE) project that 
provided the motivation for nation-wide research under the leadership of the partnership 
formed by the United Nations International Children’s Emergency Fund (UNICEF) and 
the Department of Basic Education (DBE) in 2018. It provides an outlook on key issues 
related to the research problem (Blankenship, 2010). This chapter places the study in 
relation to the existing body of knowledge on PE. Furthermore, the work of Bailey et al., 
(2015) is essential to understanding and valuing the importance of the holistic 
development and health of the child. Therefore, this chapter anchors the importance of 
PE by using the Human Capital Model (HCM) as the framework of the study. Finally, it 
gives the rationale and perspective on the study by revealing what is known and not yet 
known on the topic (Denney & Tewksbury, 2012). The literature review received its 
information from national reports, textbooks, conference papers, previous dissertations 
and journal articles.  
2.2  Defining physical education and quality physical education 
Defining PE is not an easy task as many individuals will have different experiences 
(Stidder & Hayes, 2017). Despite the fact that PE is a familiar concept in the lives of many 
also argues that the educational contributions of the subject have often been open to 
doubt and uncertainty. Frequently, claims are made that PE and school sport can 
entrench character-building qualities in youth to combat crime, cure the obesity crisis, 
develop responsible citizens, and lead to success in school examinations (Van Deventer, 
2015; Stidder & Hayes, 2017).  
Katzenellenbogen already defined PE in 1999 as follows: “The name ‘Physical Education’ 
implies that classes in PE are meant to be more than merely participating in various 




presented learning experience, hence to meet the needs of learners of what is of value 
concerning their movement culture for adulthood” (Katzenellenbogen, 1999: 85) 
According to Gallahue and Cleland Donnelly (2007), PE is outcomes based. These 
outcomes of PE, according to Gallahue and Cleland Donnelly (2003: 10) are: 
 Learn-to-move, which is based on acquiring increased movement skills and enhancing 
fitness through increased physical activity (PA). 
 Learning-through-movement, which is based on the fact that effective PE can 
positively influence the cognitive, affective, social and emotional development of 
learners. 
 
Back in 1997, Lion-Cachet (1997) concluded that PE was that section of education that 
used PA as the medium for instruction. It develops attitudes, knowledge and skills related 
to health, fitness and recreation and PE also constitutes the basis of sport. 
Therefore, PA forms part of the major parts of PE. The WHO (2018) defines PA as any 
bodily movement produced by skeletal muscle that requires energy expenditure. It can 
be undertaken in many different ways: walking, cycling, sports and active forms of 
recreation. PA can also be undertaken as part of work and as part of paid or unpaid 
domestic tasks around the home. 
Accordingly, the United Nations Educational, Scientific and Cultural Organisation 
(UNESCO) has called for Quality Physical Education (QPE) practices in schools (Ho, 
Ahmed, Wong, Huang, D’Amico, Dinold & Branislav, 2016). UNESCO (2015) defines 
QPE as planned, progressive and inclusive PE learning experiences that form part of the 
curriculum in primary and secondary education. The standards for QPE comprise a 
curriculum that: 
 Promotes equal opportunities by addressing the needs of those with special 
requirements through specially designed programmes. 





 Provides knowledge in movement skills in a broad and balanced range of activities 
that celebrate cultural and traditional heritage.  
 Promotes physical literacy by promoting both cooperation and healthy competition. 
 Recognises differences among learners and provides diverse activities relevant to all 
learners. 
 Promotes knowledge and skills required to maintain a healthy, active lifestyle for life.  
 Promotes development across the psychomotor, affective and cognitive domains. 
 Promotes core values, such as respect, tolerance, fair play and the ideal of global 
citizenship.  
(UNESCO, 2015: 76).  
Hence, PE has a unique, but not exclusive, role to play in the education of children to 
enhance physical fitness, well-being, teach them a wide variety of fine and gross motor 
skills, but also to equip them for meaningful and successful living (Roux, 2007; CAPS, 
2011). Physical education thus aims at teaching learners to move, and through 
movement, facilitate cognitive, effective, social, physical and psychomotor development 
(Katzenellenbogen & Wiid, 1980; McEwan & Andrews, 1988; Gallahue & Cleland 
Donnelly, 2003 & 2007), as well as cultural interaction (Avedon & Sutton-Smith, 1979; 
D’Andrade, 1995; Burnett & Hollander, 2004), that focuses on an integral part of social 
development for learners. The participation in PE should therefore address the 
psychomotor, cognitive, affective, social and physical development of all learners 
(Gallahue & Cleland Donnelly, 2007). Gallahue and Cleland Donnelly (2007) speak of the 
holistic developmental outcomes or the domains of PE (see 2.5.2). 
2.3  PE regarding informal and formal education 
The importance of a learning area is dignified by its outcomes and these learning 
outcomes should have lifelong value (Crum, 2012; Mishra, Barrans & Pislaru, 2009). The 
following gives and introduction as to where and when PE takes place with regard to 




2.3.1  PE and informal education 
Informal education is everyday life-learning that occurs outside school systems wherein 
knowledge is derived through daily influences from family and friends (Farahani, 
Mirzamohamadi & Noroozi, 2014). Children informally learn physical activity patterns from 
family, because much of free time prior to adolescence is spent with family. This learning 
is mainly through a socialisation process (Badugela, 2012; Hein, 2015). Socialisation is 
the acquisition and internalisation of norms and values by individuals as they interact with 
others in society (Badugela, 2012; Baciu & Baciu, 2015). Coakley and Pike (2014) define 
socialisation as a process of learning that occurs as individuals interrelate with one 
another and get acquainted with the social world they live in.  
Socialisation from family members, especially parents, influences children’s physical 
activity participation (Thurston, 2014). It shapes the immediate context that children are 
exposed to, thus influencing their identities and physical activity options (Coakley & Pike 
2014). The conduct of family members is thus vital in forming children’s attitudes towards 
physical activities (Hein, 2015). However, as Balkó, Balkó, Valter & Jelinek (2017) note, 
the family that must offer informal education through socialisation is not always able to 
sufficiently engage children in physical activities due to the pressures and pleasures of 
modern life, such as concerns over outdoor or open space safety and technological 
comforts, which reduce the need for physical application (Roux, 2013). Formal education 
can help compensate for the children’s physical exertion deficit at home. This can be done 
through practices that enhance schools’ capacities in education and health promotion 
(Roux, 2013). 
2.3.2  PE and formal education 
Formal education is structured and chronologically graded learning, which takes place in 
institutions and usually results in recognised educational qualifications (UNESCO, 2016). 
Schools form part of early settings where children are exposed to structured physical 
activities in the form of PE (Kirk, 2012). In formal education, PE practitioners expertly 
impart theoretical knowledge and practical skills about movement activities (Lundvall, 
2015). Formal PE delivers key education and wellness related outcomes (Armour, 2010). 




(Altınkök, 2017). This is a combination of the acting, feeling, interactive and thinking 
facets of a child’s development. Such learning is more effective than other learning areas, 
which develop the intellectual dimension only (Stolz, 2013).  
The key argument for PE in primary schools is that learners are usually in the formative 
phase of life wherein they can be physiologically and behaviourally moulded (Carse, Jess 
& Keay, 2017). At this stage, the body’s adaptation and response capacity to physical 
stimuli are quite optimum (Pienaar & Kemp, 2014). The period is thus ideal for acquiring 
skills that are foundational for executing more complex movement skills later in life (Pica, 
2011). However, most learning practices in primary schools involve learners spending 
much of the school days in static or seated postures (Balkó et al., 2017). Such a scenario 
strengthens the case for PE interventions among primary school children to be active and 
have positive movement attitudes (Kirk, 2012).  
Primary schools are particularly strategic places for providing inclusive physical activities 
for learners (Tian, 2015). PE programmes have child-related features that have to do with 
playfulness (Papageorgaki, 2017). They guide learners’ movement activities in 
meaningful and familiar ways (Aronstam & Braund, 2016). Learning is also made easier 
by the fact that primary school teachers are nurturing and pastoral in their interface with 
learners (Collett, 2013). Primary school teachers are involved in various subjects, thus 
enabling them to easily coordinate PE lessons with other learning areas in the curriculum 
to promote lifelong movement (Aluko & Adodo, 2011). The following section describes 
the conceptual themes upon which the study is based. 
2.4  Conceptual themes  
This study’s conceptual themes are based on the themes of Hardman and Marshall as 
they use these themes in determining the global state and status of PE (Hardman & 
Marshall, 2009). The study structure is formed by research that includes all nine 
provinces; however, only the senior and further education and training (FET) phases were 
investigated (Burnett, 2018). This study mainly looks at the Intermediate Phase, but 
adopts the same methods that were used for the national report (Burnett, 2018). A method 




objectives of this investigation (Hardman & Marshall, 2009). The HCM is seen as the 
conceptual framework and is supported by the conceptual themes, as the HCM indicates 
the importance of the health and holistic development of children (Bailey et al., 2015). 
This study therefore approaches the following themes:  
 The conceptual framework: It refers to the Human Capital Model (HCM) and the 
holistic growth development of the learners during PE. 
 The global policy situation of PE: It refers to how aspects towards PE are supported 
globally and in the South African context by policy makers.  
 The state and status of PE: International and South African status towards PE, the 
state of health, curriculum assessment policy statement, time allocated, PE resources, 
such as facilities and equipment, teachers and their pedagogical content knowledge, 
class size and assessment. 
The above-mentioned outline helps to map the research landscape, define the research 
parameters and identify gaps on PE in the literature (Rocco & Plakhotnik, 2009). The 
factors that shape the PE environment in schools, based on or associated with the themes 
above, are discussed later in this chapter. The following section explores the conceptual 
framework.  
2.5  Conceptual framework  
The conceptual framework anchors the study in variables and concepts that connect to 
the problem statement and the research questions (Rocco & Plakhotnik, 2009). The 
following describes the Human Capital Model. 
2.5.1  The Human Capital Model 
The Human Capital Model (HCM) is the result of an attempt to draw together an evidence 
base of the extensive and varied benefits of sports and other physical activities (Bailey et 
al., 2012; 2013). Furthermore, the HCM is a framework for thinking about the outcomes 
and processes of physical activity (Bailey et al., 2015). Underlying the HCM is an 
assertion that the standard of capabilities, knowledge and attributes is embodied in the 
ability to take part in physical activities, and that these activities produce values that are 




Bailey et al. (2013) argue that the situation of rising incidents of non-communicable 
diseases is related to the declining levels of sports and physical activity. Furthermore, 
Bailey et al. (2013) say it is barely surprising that discussions of the benefits of sports and 
other physical activities, especially for children and young people, are usually part of the 
situation of the future physical health status of the individual and its consequences for the 
community. Still, it is important to consider sports and physical activity as they relate to 
the multiple demands of childhood and adolescence associated with physical growth, 
biological maturation, and behavioural development (Bailey et al., 2012; Collins, Bailey, 
Ford, MacNamara, Toms & Pearce, 2012).  
Furthermore, Bailey et al. (2013) suggest that the process provides the framework against 
which children and young people evaluate their own status among peers. Furthermore, 
outcomes of participation in sports and physical activity extend far beyond physical health, 
taking in psychological and social well-being, cognitive and academic performance, and 
even future careers (Bailey, 2006; Bailey et al., 2013; Bailey et al., 2015).  
According to Baily et al. (2013), the HCM is set out to take a broader and comprehensive 
view of sports and physical activity. Therefore, the HCM agrees with the WHO definition 
of health being: “a complete state of physical, mental and social well-being, and not 
merely the absence of disease or infirmity” (WHO, 2018: 9). The HCM embodies the 
opinion that sports and physical activity are a fundamental part of human nature, and that 
they are essential for healthy, life-long human development (Bailey et al., 2015).  
Becker et al. (2014), suggested that the use of ‘capitals’ was done on purpose and states 
that sports and physical activity are an investment capable of delivering valuable specific 
and collective returns. After sufficient evidence related to the relationship between sports, 
physical activity and human development was found, the HCM was developed according 
to six different domains of capital. Bailey and co-authors (Bailey et al., 2013; Bailey, et 
al., 2015) describe them as: 1) physical capital; 2) emotional capital; 3) individual capital; 




2.5.2.1 Physical capital 
Physical capital refers to the direct benefits of sports and physical activity to physical 
health and human function, including the prevention and mitigation of non-communicable 
diseases and conditions, such as heart disease, diabetes, cancer, and obesity. 
2.5.2.2 Emotional capital 
Emotional capital refers to the psychological and mental health benefits associated with 
sports and physical activity, including increased levels of self-esteem and self-efficacy, 
reduced depression and anxiety, reduced social isolation, and a greater ability to process 
stressful events. 
2.5.2.3 Individual capital 
Individual capital refers to the elements of a person’s character, e.g. life skills, 
interpersonal skills, values, that accrue via participation in play, sports and other forms of 
sports and physical activity. Reported benefits in this area include teamwork, co-
operation, moral and social responsibility, and resilience.  
2.5.2.4 Social capital 
Social capital refers to the outcomes that arise when networks between people, groups, 
organisations, and civil society are strengthened because of participation in group-based 
physical activity, play, or competitive sports. This domain of capital includes the 
development of both prosocial behaviours and social inclusion through participation in 
physical activity. 
2.5.2.5 Intellectual capital 
Intellectual capital refers to the cognitive and educational gains that are increasingly 
linked to participation in sports and physical activity. This capital feature focuses 
particularly on the effects of regular exercise on cognitive functioning, on subject-specific 
performance at school, and on general academic achievement. 
2.5.2.6 Financial capital 
Financial capital refers to gains in terms of earning power, job performance, productivity 




that are linked to regular sports and physical activity participation (Bailey et al., 2013: 
149). 
According to Bailey et al. (2013), these capitals can be used for life and development (see 
Figure 2.1).  
 




Each of these capitals represents a set of important investments to human health and 
well-being (Bailey et al., 2013). However, it also needs to be remembered that they work 
in accordance with each other. These processes vary considerably among individuals, 
occur simultaneously and interact with each other (Bailey et al., 2013). Bailey et al. (2015) 
gives the example that the development of intellectual capital has been shown to have 
significant positive effects on financial capital, and the effects of increased social capital 
are felt in each of the other capitals. This suggests that even though it might seem wise 
to focus only on certain types of outcomes to fight certain challenges, such as obesity 
and cardiovascular diseases, there is a danger of losing the holistic development, thus, 
the role that PE plays in the development of the individual. The following theme describes 
the holistic growth developmental outcomes of PE. 
2.5.2  Holistic development outcomes of PE 
Gallahue and Cleland Donnelly (2003) discuss five outcomes, namely the psychomotor, 
physical, affective, cognitive and social outcomes of PE. These are known as the holistic 
development outcomes or domains (Gallahue & Cleland Donnelly, 2003). Holistic 
development is described as the development of the entire or whole person and not just 
some parts of the individual (Gallahue & Cleland Donnelly, 2003; Roux, 2013; Cleland 
Donnelly, Mueller & Gallahue, 2017). PE lessons are ideal for improving these outcomes 
in learners (Gallahue & Cleland Donnelly, 2007). Roux (2013) describes PE as the one 
subject among many that contributes to the education of learners who develop, learn or 
otherwise acquire the attitudes, norms, skills, knowledge, habits and abilities that will 
enable them to become mature, productive, happy and responsible adults. This is 
achieved by incorporating the holistic development in the PE classroom. Cleland Donnelly 
et al. (2017) propose that PE has three main outcomes (psychomotor, affective and 
cognitive). However, Cleland Donnely et al. (2017) still describe the physical and social 
development outcomes as part of the three main outcomes required for holistic 
development to take place.  
Vasily (2015) concludes these holistic development outcomes by using an HHH acronym. 
The first H stands for “Hands” and signifies the psychomotor domain. It focuses on 




physical domain. The second H stands for “Heart” and signifies the affective domain. It 
focuses on mastery of emotions in developing good attitudes. This also includes the social 
domain by being able to use social skills to socialise. The third H stands for “Head” and 
represents the cognitive domain. It focuses on the intellectual grasping of concepts and 
tactics in physical activities (Vasily, 2015; Griffin, 2016). 
Psychomotor development is defined as the progressive acquisition of skills concerning 
both mental and motor activities (Timmons, Naylor & Pfeiffer, 2007). The psychomotor 
domain presents opportunities for developing balance, hand-eye coordination, agility, 
flexibility and strength (Gallahue & Cleland Donnelly, 2007). Movement professionals 
view the psychomotor domain as a quality comprising health and motor related fitness 
components (Monyeki, Kemper & Scott, 2013). These components are important for good 
health and competency in physical activity (Shimon, 2011).  
Physical growth development refers to the stimulation of the growth of the body through 
participation in physical activities. Physical education improves physical development 
through the discovery, mastery and refinement of fundamental, natural or maturation 
movements (Van Deventer, 2014). Therefore, an active lifestyle during childhood is 
beneficial to physical, cognitive, and mental health (Chaddock, 2012). Table 2.1 describes 
the guidelines to develop the IP learners’ psychomotor movement and physical growth 
development.  
Table 2.1 IP learners’ psychomotor and physical growth movement guidelines  
Learners’ psychomotor and physical 
characteristics  
PE activity guidelines 
Steady growth. Girls grow more rapidly 
than boys.  
Provide vigorous programmes to enhance 
physical development. 
Differences in physical capacity and 
skill development.  
In team activities, match teams evenly so 
that individual skill levels are less apparent. 




Learners’ psychomotor and physical 
characteristics  
PE activity guidelines 
Girls in Grade 6 may show signs of 
maturity and not wish to participate in 
activities. 
Consider their problems and encourage 
participation. 
Grade 6 boys may be rougher and 
stronger. 
Keep genders together for skill development 
but separate for competition in rougher 
activities. 
Source: Adapted from Pangrazi (2007: 75). 
Affective development is the management of the expression of emotions, particularly the 
ability to understand one’s feelings, regulate personal behaviour and to develop empathy 
for others. In the context of PE, it means that students learn such concepts as 
sportsmanship, fair play, respect for others, respect for equipment, self-control, 
responsibility and motivation (Hemphill, Richards, Templin & Blankenship, 2012). The 
affective domain also promotes respect for personal space, accepting defeat without 
complaining and effective communication (Bailey et al., 2015). The affective domain 
addresses attitudes, feelings and confidence levels that learners have about being active 
(Shimon, 2011). PE teachers should not neglect teaching or assessing for affective 
objectives (Holt & Hannon, 2006). They should instil learners with positive attitudes and 
appreciation of physical activities (Scrabis-Fletcher, Rasmussen & Silverman, 2016). 
Table 2.2 describes the guidelines to develop the IP learners’ affective outcomes. 
Table 2.2 IP learners’ affective characteristics movement guidelines  
Learners’ affective characteristics  PE activity guidelines 
Learners enjoy team and group activities. Include many teams and relays. 
Much interest in sports and sport related 
activities. 
Offer variety of sports. 




Learners’ affective characteristics  PE activity guidelines 
Learners may have little interest in 
opposite gender. 
Antagonism may arise. 
Offer co-educational activities regardless 
of gender. 
Value individual differences.  
Learners may have a strong drive towards 
independence and self-responsibility.  
Provide leadership opportunities and 
involve learners in evaluation procedures.  
Desire to excel in skill and physical 
capacity. 
Include fitness and skill surveys.  
Respect for teammates a concern. Establish and enforce fair rules.  
May want to be part of peer group. Stress teamwork and rotate teams and 
positions. 
Source: Adapted from Pangrazi (2007: 75). 
Cognitive development is the construction of thought processes, including remembering, 
problem solving and decision making (Smiley, 2015). Cognitive development is important 
in PE as it is linked to enhancement of brain function, cognition, improvement of 
classroom behaviour and better concentration (Singh et al., 2012). Components of PE, 
such as understanding of weight transference, balance, coordination, speed and shape, 
prepare a child to understand numeric, literacy and biomechanical concepts, which may 
eventually help a child perform better in other academic subjects (Smiley, 2015). The 
cognitive domain involves the acquisition of knowledge and the development of 
intellectual skills (Wuest & Fisette, 2012). It focuses on imparting information, facts and 
understanding (Mishra et al., 2009). This domain draws to the foreground the academic 
and scholastic merits of PE (Perry, Mohangi, Ferreira & Moletsane, 2012). The cognitive 
domain entails understanding learning objectives from a simple to a more complex level 





Table 2.3 IP learners’ cognitive characteristics movement guidelines  
Learners’ cognitive characteristics  PE activity guidelines 
Want to know game rules. 
 
Include instruction on rules, regulations 
and traditions. 
Interested in sport and game strategy. 
 
Emphasise strategy as opposed to 
performing a skill without concern for 
context. 
Question relevance and value of various 
activities. 
Regularly explain the reasons for 
performing activities and learning various 
skills. 
Desire information about the importance of 
physical fitness and health-related topics. 
Include brief explanations of how various 
activities enhance growth and 
development. 
Source: Adapted from Pangrazi (2007: 75). 
Social development refers to the ability to interact with people and it involves good 
communication skills, meaningful relationships and establishing friendships. PE creates 
a framework in which social values can be verbalised and practised (Hemphill et al., 
2012). This takes place during interaction among different learners and research shows 
that by implementing quality PE during social activity, it can assist in preventing risky 
behaviour and also in developing a healthy well-being among South African youth (Draper 
et al., 2014). 
2.5.3  PE outcomes developed by physical literacy  
Physical literacy (PL) is the development of skills and values for personal accountability 
to engage in purposeful physical activity across the life span. It is a disposition to fully 
capitalise on one’s embodied capabilities (Whitehead, 2013). PL is a core outcome of PE 




Edwards, 2016). Dudley’s model of observed physical literacy outlines the following as 
being the core of physical literacy: 
 Movement competencies – these are associated with the psychomotor and physical 
domain. 
 Movement rules, strategies and tactics – these have to do with the cognitive domain. 
 Motivational, behavioural, personal and social attributes of movement – these are 
related to the affective and social domain (Dudley, 2015: 252-253).  
The term literacy is usually linked with the ability to read and write; however, UNESCO 
conceptualises literacy in a broader way. It is a continuum of learning for the development 
of knowledge for meaningful participation in a wider society (UNESCO, 2003). By 
implication, physical literacy allows children to maximise on their physical capacities to 
engage in meaningful physical activity in their wider social environments (Sprake & 
Walker, 2015). The pursuit of physical literacy is therefore vital to achieving the holistic 
goals of PE (Dudley, 2018).  
2.6  Global policy makers, South African policy makers and constitutional acts 
 towards PE in South Africa 
The global and South African policy makers regarding PE are as follows: 
2.6.1  Global policy makers 
PE receives great support from international organisations, such as the United Nations 
(UN), UNESCO, (The Charter for Physical Education and Sport of 1978) and the WHO 
(De Ridder & Coetzee, 2013).  
Access to PE was indirectly declared as a human right in 1948 (United Nations Universal 
Declaration of Human Rights) and gained explicit status at the 1976 Conference of 
Ministers of Physical Education and Sport (MINEPS I) held in Paris (UN, 1948). 
Furthermore, the Berlin agenda and plan of action were drawn up during the world 
conference on PE in Berlin in 1999, which emphatically states that it is the basic right of 
every child and young person throughout the world to be able to play and participate in 
PA (UNESCO, 2017). The International Charter of Physical Education and Sport (1978), 




International Charter included a PE and Sport (PES) strategy, which addressed the 
cultural dimension as key to individual development (Gazzoli, 2017; UNESCO, 2017). 
UNESCO drives global initiatives of PE in collaboration with organisations, such as the 
International Council of Sport Science and Physical Education (ICSSPE). The latter 
organisation issued an international position statement on PE that draws on the UNESCO 
(1978) ICSSPE and advocates a life-course approach in support of health-related 
outcomes within a development framework (Cloes, 2017; Gazzoli, 2017). At the MINEPS 
VI, held in Kazan, Russia, in June 2017, the ministerial representatives pledged support 
for the revised UNESCO charter and emphasised the social and health benefits of PE, 
physical activity (PA) and sport (UNESCO, 2017). 
UNESCO (2015) argues that the delivery of PE is in decline across the world. The WHO 
(2013) describes this as a pandemic. Therefore, countries should invest in a policy action 
to ensure that the subject secures its rightful place in school curricula and that 
consequently, learners benefit from exposure to alternative domains described by Bailey 
et al. (2013) in the HCM (this is fully unpacked in 2.5.1). 
2.6.2  South African policy makers 
In 2005, the previous South African Minister of Basic Education, Ms Naledi Pandor, 
declared that sport was for everybody. Furthermore, she declared that PE and sport could 
help combat obesity and that it was the responsibility of the National Department of 
Education to ensure sufficient facilities, equipment and well-trained teachers for the 
implementation of school sport and PE (Pandor, 2005). This declaration is in keeping with 
the Berlin “Call for Action” (UNESCO, 2017) and is strongly supported by the Durban 
“Declaration of Intent” on PE, Sport Science and Recreation, which was issued in August 
2010 after the SASReCon conference in Durban, South Africa (SASReCon, 2010).  
The South African Sports Confederation and Olympic Committee (SASCOC) and Sport 
and Recreation South Africa (SRSA, 2012) also recognise the potential contribution that 
sport and PE can have on the transformation process in South Africa, the basic foundation 




In 2011, two national government entities (Department of Basic Education and Sport, and 
Recreation South Africa) signed a Memorandum of Understanding in terms of the 
Intergovernmental Framework Act (Act No. 13 of 2005) and agreed to share 
accountability for policy-to-practice integration of school sport with direct implication for 
PE (DBE & SRSA, 2011). In South Africa, PE underwent several policy-related 
restructuring from being a stand-alone subject (prior to 1994) to outcomes-based 
education (Curriculum, 2005) and currently the CAPS, resulting in the reduction of PE to 
one of eight learning outcomes in LO/LS.  
2.6.3  Constitutional acts toward PE in South Africa 
The following describes South African constitutional acts towards PE. 
2.6.3.1 The White Paper on Sport and Recreation of 2011  
Activities for regulated PE in all schools should be seen as a matter of importance. The 
Paper calls for a cooperative relationship between the Ministry of Sport and Recreation 
and the Ministry of Basic Education in line with the Intergovernmental Act to deliver PE 
programmes in a unified way. Furthermore, it calls for the Ministry of Higher Education 
and Training to equip teachers to deliver PE. Finally, the White Paper calls for 
encouragement to encourage children to participate in PE programmes (SRSA, 2012).  
2.6.3.2 The National Education Policy Act 27 of 1996  
The Act ensures that the principles of education delivery and performances are consistent 
with policies that are set. The Act positions the Ministry of Education with shaping 
curriculum frameworks and warranting the professional accreditation of educators. 
Finally, the Minister of Education is set with the task of constantly monitoring and 
evaluating PE provision in schools, so that it measures up to the requirements of the 
CAPS curriculum.  
2.6.3.3 The Employment of Educators Act 76 of 1998  
The Act delivers conditions on the employment of educators and their state of affairs of 
service. Grounded on this Act, it is compulsory for teachers to be qualified and capable 




critical for PE in schools to be taught by skilled teachers who are capable of professionally 
directing lessons for all learners. 
2.6.3.4 The South African Schools Act 84 of 1996  
The Act states that public schools should be funded from public revenue so that learners 
can pursue their right to education. This Act also requires public schools to admit learners 
and serve their educational requirements without unfairly discriminating any learner in 
any way. Therefore, PE must be maintained and not be depressed for any learner in 
schools. Public schools are obligated to have adequate resources that should promote 
inclusivity so that all learners can participate fully in PE.  
2.6.3.5 The Constitution of South Africa Act 108 of 1996  
The Constitution is the primary document prevailing all legislations. The Constitution 
focuses on the progression of human dignity, equality and human rights. The Constitution 
states that all people have the right to non-discriminatory and quality education. 
Therefore, under the Constitution, every learner, regardless of race, gender or disability, 
must have access to quality PE programmes in schools. 
As can be seen from the frameworks highlighted above, the educational system is 
founded on principles of inclusivity (Makhurane & Magano, 2014) and PE plays a critical 
role in the development of the child. Next, the state and status of PE will be described. 
2.7  PE and health 
The physical health of South African citizens has declined in recent years (Amusa et al., 
2011; Van Deventer, 2014; Stroebel et al., 2017). In line with the concern regarding 
worldwide populations (WHO, 2018), SA citizens increasingly face lifestyle related health 
risks due to a rising prevalence of overweight/obesity, physical inactivity and sedentary 
behaviours (Draper et al., 2014). The following describes the state and status of PE with 
regard to health. 
2.7.1  PE and health in South Africa  
For most of human history, physical demands were an expected part of daily life (e.g. 
hunting and pastoral activities) (Roux, 2013). However, physical demands associated 




industrialisation and information technology (Shaw et al., 2014). This has led to an 
increased prevalence of chronic lifestyle diseases, globally and in South Africa (Steyn, 
Labadarios, Maunder, Nel, & Lombard, 2005; Draper et al., 2014). In South Africa, 
approximately half of the population currently resides in urban areas, which has 
significantly reduced their level of PA (South African Health Review, 1997). The cost of 
declining levels of PA, resulting in a greater burden of disease, in particular the price 
children pay for society’s chronic lifestyle diseases, is widely recognised (Van Deventer, 
2014). 
The physical health of South African citizens has declined in recent years (Shaw et al., 
2014). In line with the concern regarding worldwide populations, SA citizens increasingly 
face lifestyle related health risks due to a rising prevalence of overweight/obesity, physical 
inactivity and sedentary behaviours (Shaw et al., 2014).  
In this regard, chronic lifestyle diseases are responsible for approximately 30% of all 
deaths in South Africa (Sparling, Owen, Lambert, & Haskell, 2000). Obesity has been on 
the rise in Africa and there is increasing evidence of its association with co-morbidities on 
the continent (Adeboye et al., 2012). According to studies (Pienaar, 2009; Shaw et al., 
2014), close to 40% of South African women are obese or overweight. The primary 
chronic diseases of lifestyle that cause mortality in South Africa are cerebrovascular 
accidents (which are the second largest cause of mortality in South Africa), ischemic heart 
disease (third largest), diabetes (seventh largest), and chronic obstructive pulmonary 
disease (tenth largest) (Shaw et al., 2014). The World Health Organization (WHO, 2013) 
classifies physical inactivity and overweight/obesity as the fourth and fifth causes of global 
mortality, and one of the greatest health challenges and determinants for various chronic 
diseases, such as heart disease, hypertension, diabetes, and psychological problems in 
the 21st century (Muthuri, 2014). 
2.7.2  PE and the state of health of South African children  
In recent years, the public health benefits of reducing sedentary lifestyles and promoting 
physical activity have become apparent (Sparling et al., 2000). However, the 
pervasiveness of sedentary lifestyles in children is further displayed by the advent and 




Horst, Brown, Shaw & Shaw, 2009). Unless children become more physically active, the 
obesity rate, as well as its associated health risks of heart disease, stroke, and diabetes, 
will likely continue to rise (Yim, 2008). In this regard, a major public health concern is that 
obesity and overweight are not limited to the adult South African population; they also 
have been well documented in children and adolescents. This is evident by the 17.1% of 
South African children aged 1 to 9 living in urban areas being overweight (Steyn et al., 
2005). Furthermore, 10% of South African women surveyed in the first South African 
Demographic and Health Survey (SADHS), aged 15 to 24, were already considered 
obese (Puoane, Steyn, Bradshaw, Laubscher, Fourie, Lambert & Mbananga, 2002). In 
addition, the Youth Risk Behaviour Survey conducted in 2008 found that over 17% of 
South African adolescents were overweight and 4.2% were obese. As such, schools are 
an ideal setting for population-based interventions to address sedentary behaviours in 
children, because in South Africa, 95% of children between 6 and 14 attend school, which 
is unprecedented in developing countries (Van Deventer, 2005), and these children spend 
approximately half their waking hours in school (Foster, Sherman, Borradaile, Grundy, 
Van der Veur, Nachmani & Shults, 2008).  
Over the past century, a lot of the nutrition research with regard to children and youth in 
the developing or third world countries focused on poverty and malnutrition, but currently 
there is growing evidence of a major shift in research towards childhood overweight and 
obesity (Jacobs, 2011; Wang, Papaioannou, Sarrazin, Jaakkola & Solmon, 2006). 
According to Chin & Edginton (2012), today’s children and youth represent the largest 
cohort group in the history of humankind with 2.2 billion children and 1.5 billion youth 
currently worldwide. Of this number, 1.9 billion children and 1.3 billion youth reside in 
developing countries (United Nations Children’s Fund, 2005; World Bank, 2007). It is 
therefore very important that urgent attention must be given to the prevalence of obesity 
in children, not only in the first world countries, but even more so in the developing or third 
world countries of which South Africa is one.  
The Youth Risk Behaviour Survey, conducted in 2002 in South Africa, found that over 
17% of South African adolescents were overweight, and 4.2% were obese (Reddy et al., 




children, aged between one and nine living in urban areas, are overweight or obese. 
Armstrong, Lambert, Sharwood & Lambert (2006), indicate a prevalence of 14% and 
17.9% of overweight and 3.2% and 4.9% with regard to obesity among 6- and 13-year- 
old boys and girls, respectively. In her study, Kemp, Pienaar & Schutte (2011,) further 
indicated a prevalence of 7.8% overweight and 3.8% obesity among Grade 1 learners in 
the North West province of South Africa. In a study by Jacobs and De Ridder (2012) on 
11- to 13-year- old black children living in rural areas in the North West province of South 
Africa, 5% of the boys were overweight and 4% were obese. With regard to the girls, 10% 
were classified as overweight and 10% as obese. According to Westwood (2012), lack of 
PA has a strong correlation with obesity in black South African girls.  
In 2007, the Healthy Active Kids (2007) research indicated that only 45% of the youth in 
South Africa participated in sufficient vigorous PA, and 40% of the youth participated in 
no or little vigorous PA. Kahn (2011) supports the above, and he reports that only 42% of 
the youth in his study participated in sufficient vigorous physical activity. In smaller towns 
and rural settings, these figures are even worse, since 64% of the girls and 45% of the 
boys reported little or no moderate physical activity (Healthy Active Kids, 2007). A matter 
of concern to the health professionals is that this hypokinetic trend is associated with a 
sedentary “culture”, as 25% of the adolescents reported little or no interest in leisure time 
activities (De Ridder, Strydom & Greeff, 2012; Healthy Active Kids, 2007). In contrast, the 
healthy active kids (2018) show a significance change in the PA of youth prior to school 
being physically active. The report card indicates children are 57-65 minutes active every 
day. This however, only displays prior formal school and not in the IP phase.  
This is disconcerting because the health benefits of regular physical activity are well 
established, and such activities are associated with a longer and better quality of life and 
reduced risk of chronic lifestyle diseases (De Ridder et al., 2012). Thus, a favourable 
relationship exists between PA and a host of factors affecting children’s physical health, 
including diabetes, blood pressure, bone health, and obesity (De Ridder et al., 2012). 
2.7.3  Children engagement in PE 
Children’s engagement in participation in PA and sport is known to contribute positively 




physical, social and cognitive skills (Choi, Johnson & Kim, 2014). Bailey et al. (2013) also 
acknowledge that there is a variety of benefits for children when participating in PE and 
school-based sport, which range from physical and mental health, social well-being, and 
cognitive and academic performance. For young people to achieve such outcomes it is 
recognised that extracurricular activities in schools are an ideal vehicle to promote a 
healthy lifestyle due to broad-based accessibility, while teachers also have the 
opportunity to integrate this into the overall education process (Van der Merwe, 2011). 
PE programmes increase learners’ self-confidence, nurture the need for physical activity, 
encourage learners to be physically active, not only during PE lessons at school or during 
their free time, but after leaving school (Roux, 2009; Roux, 2020). 
PE programmes form the foundation of almost all later sports and physical activities, and 
children who have strong foundations in fundamental movement skills are more likely to 
be active, both during childhood and later in life (Van der Merwe, 2011). Conversely, 
children who have not been able to acquire adequate movement competences, which 
form the core of most PE programmes, are more likely to be excluded from participation 
in organised sports, and such exclusion from sports participation is likely to have far-
reaching and harmful consequences to the development and education of many children 
(Shaw et al., 2014). 
2.8  An international overview on the state and status of PE 
The following section reviews and reflects the state and status of PE in some selected 
international and African countries. 
2.8.1  Britain  
Children in England have access to PE in pre-school (ages 3 to 4), in the foundation stage 
(ages 4 to 5) and in primary school (ages 5 to 11) (Almond, 2014). PE lessons are co-
educational, and activities consist of athletics, dance, games, gymnastics and swimming 
(Kamal & Khan, 2014). However, sports activities dominate the PE curriculum, while 
activities such as dance have marginal roles in most schools (Almond, 2014). Recent 
years have seen considerable central government policy commitment on investment in 




strategy for young people to realise an array of social objectives (Jung, Pope, & Kirk, 
2016). Despite these moves, a study by Greenfield, Almond, Clarke and Edwards (2015) 
revealed that PE provision was affected by the socio-economic status of schools. As 
such, compliance with PE guidelines in some schools remains a serious concern.   
2.8.2  Sweden  
The goal for school PE in Sweden is to develop learners’ movement capacities by 
generating interest in physical activity (Larsson & Karlefors, 2015). PE is regarded as a 
‘boyish’ subject, as boys usually attain higher grades and are more involved in the subject 
(Quennerstedt, Öhman & Eriksson, 2008). While the curriculum recommends that PE 
should consist of a broad range of activities with a health focus, this is not usually done 
in practice. Teachers focus on a small range of activities. Much of the teaching consists 
of ball games, gymnastics and track and field activities (Annerstedt, 2008). Generalist 
teachers are the main instructors in PE (UNESCO, 2014). The time allocation for PE is 
unsatisfactory as the timetable policy enables local schools to reduce the amount of PE 
time by up to 20% (Annerstedt, 2008). 
2.8.3  PE in Africa 
Prior to colonisation, the practice of PE in Africa was rooted in the fabric of its diverse 
ethnic communities (Amusa & Toriola, 2010). It also consisted of knowledge tied to tribal 
ceremonies, which were handed down orally across generations (Seroto, 2011). 
Traditional education revered physical prowess and strength (Amusa & Toriola, 2010). 
Games united communities in activities such as harvest festivals and wedding 
ceremonies (Chepyator-Thomson, 2014). Such custom-based physical practices marked 
the first phase of PE in Africa (Mwisukha, Rintaugu, Kamenju & Mwangi, 2014).   
With the advent of the colonial period, European sporting practices were introduced in 
schools (Chepyator-Thomson, 2014). Traditional education was eroded while indigenous 
PA was regarded as primitive (Amusa & Toriola, 2010). Cultural diversities made way for 
colonial education (Woolman, 2001). Syllabi fashioned after those in Britain, France, 
Belgium and Portugal were introduced (Chepyator-Thomson, 2014). PE was formalised 
and politicised, with emphasis being placed on military drills and physical training (Amusa 




being iniquitously allocated to advance racial and classist education systems (Chepyator-
Thomson, 2014). 
2.8.4  Kenya 
When PE was introduced to Kenya by colonial administrators, settlers, teachers and 
Christian missionaries, emphasis was on military drills and regimented movements 
(Gitonga, Andanje, Wanderi & Bailasha, 2012). The subject was characterised by 
physical training whose goal was to instil discipline among the natives. Currently, PE is a 
compulsory subject for all learners in all public schools (Mwisukha, Chumba & Rintaugu, 
2014). However, the PE curriculum in Kenya’s educational institutions lacks variation in 
activities. No standardised criteria are available for evaluation, especially in public schools 
(Mwisukha et al., 2014). At times, PE lessons are used to teach other curricular subjects 
(Kahiga, Gatumu & Rintaugu, 2015). Lack of equipment and facilities is the other major 
barriers to PE implementation (Mungai, Sang & Wamutitu, 2014).  
2.8.5  Zimbabwe 
During the colonial times, physical training (as PE was known then) in schools was 
teacher-centred and had military characteristics, which devalued thinking on the part of 
the learner. The first national curriculum in 1984 turned the PE syllabus to democratic 
approaches of teaching, which placed the child at the centre of learning (Mudekunye & 
Sithole, 2012). The Ministry of Education Secretary’s Policy Circulars No. 2 of 1994 and 
No. 5 of 2005 stipulate that PE is compulsory in all schools in Zimbabwe (Nhamo, 2012). 
Furthermore, the Secretary’s Circular Minute No. 1 of 1993 and the National Sport and 
Recreation Policy of 1996 theoretically qualify PE to enjoy similar curricular status with 
other subjects (Mudekunye & Sithole, 2012).  
The delivery of PE in schools, however, is impeded by a host of negative factors. These 
include lack of PE equipment and facilities, an unfavourable PE teachers’ training 
curriculum and negative attitudes towards PE by key stakeholders. Other impediments 
include misconceptions on PE, inadequate teaching materials and lack of user-friendly 
PE syllabi (Nhamo & Muswazi, 2014). Primary school times allocated for PE are regarded 




it is supervised by ill prepared and unwilling classroom teachers. There is little in terms of 
staff development for PE (Nhamo, 2012).  
2.9  PE in South Africa 
The previous sections drew a general image of PE situations on an international scale. 
Although there were some differences in PE application and challenges between the 
developed world and Africa, the common thread in both realms is on PE to be a fully 
supported subject in the curriculum. Stroebel, Hay & Bloemhoff (2016) trace South African 
PE in three periods. These are PE before 1994, PE between 1994 and 1999, and PE 
from 2000 to current times.  
According to De Ridder and Coetzee (2015), it is extremely important to have a historical 
overview of PE in South African schools, as it plays a crucial role in the current state of 
affairs with regard to physical inactivity in South African children. In a number of countries, 
there is clear evidence that PA among youth has declined in recent decades and the 
corresponding increase in obesity prevalence may be the direct result of this decline (De 
Ridder et al., 2012). De Ridder and Coetzee (2015) also suggest a widespread 
recognition of the cost of declining levels of physical activity for the burden of disease and 
there is particular recognition of the price paid by children for society’s chronic lifestyle 
diseases. According to Chin, Edginton & Tang (2012), several factors have contributed 
to the reduction in PA in the youth and these include, among others, the elimination of PE 
programmes in the schools. Thus, the importance of a historical overview of PE in South 
Africa is eminent because of its special role and obstacles faced in the past (De Ridder 
et al., 2012). Therefore, by having a better understanding of the country and its history, 
the opportunity for better solutions to these oddities and obstacles can prevail (Stroebel 
et al., 2016). Thus, this outline traces PE through the pre-colonial era, during the colonial 
era, the pre-apartheid era and the post-apartheid era to current times. 
2.9.1  PE during the pre-colonial era 
Physical education in South Africa has a long history and according to Van der Merwe 
(1999) was offered from the early 1800s in South African schools. However, before the 




communities, such as the black, bantu-speaking Koi, also known as Khoikhoi and San, 
arrived in South Africa about five hundred years ago. These indigenous tribes 
emphasised traditional forms of education that emphasised mainly cultural values, oral 
histories, and skills necessary for survival in a changing environment (Byrnes, 2010). 
After the arrival and establishment of Europeans on the continent, physical activities, 
mainly for construction and survival, formed part of the everyday routine. These activities 
focused on an expected part of scavenging, gathering, hunting, pastoral activities, the 
making of tools, dances, rites, ritual practices, ceremonies, and intertribal conflicts (Van 
Deventer, 2002; Wamukoya, 1994). These applications took the form of related learning 
wherein pupils experientially obtained skills through socialisation and practical exposure 
(Roux, Burnett & Hollander, 2008). Indigenous tribes engaged in traditional games and 
dances, and these can be regarded as initial forms of informal PE (Van der Merwe, 1999).  
2.9.2  PE during the colonial era 
According to Byrnes (2010), the first European schools were formed in the Cape Colony 
at the end of the 17th Century by Dutch Reformed Church ministers. These schools were 
dedicated almost completely towards biblical education. Western forms of PE were later 
introduced to African countries through immigration by Belgium, Britain, France, Portugal, 
and Spain. In this regard, the 1933 school syllabus introduced to the former British 
Empire, including South Africa, emphasised drills, marching, gymnastics, stunts, 
calisthenics for PE, football, cricket, netball, and athletics (mainly running) (Shaw et al., 
2014; Ajisafe, 1997; Wamukoya, 1994). Therefore, being physically active and not the 
subject PE was recognised during this period in South Africa. 
2.9.3  PE during apartheid era 
Throughout apartheid, the number of schools for all non-whites (i.e. individuals from any 
other origin such as Asian, black, Indian and mixed racial heritage) increased. This 
happened because the Bantu Education Act (No. 47) of 1953 enlarged the opportunities 
in education for diverse cultural groups. However, according to the Bantu Education Act 
(No. 47) of 1953, the non-white education was not supposed to use any of the resources 
that were offered to white education. Therefore, schools attended by non-white learners 




underqualified (Van Deventer, 2005). Also, the curriculum for the non-white learners was 
established in the manner whereby it paid little to no attention to PE and taught the 
children simple skills to attain basic occupations (Shaw et al., 2014). This gap is further 
evident in that non-white schools had inferior facilities and a lack of textbooks, which also 
curtailed the possibilities for PE (Byrnes, 2010). This shortage of human resources and 
infrastructure impacted negatively on the quality of teaching and staff morale (Van 
Deventer, 2005). 
2.9.4  PE post-apartheid era 
Post-apartheid, an election for new democracy took place. During this time, South Africa 
beheld the improvement of a new reformed and development programme. This 
reconstruction and development programme focused on all systems and structures of the 
previous government, including education (Van Deventer, 2014). The introduction in 
South Africa of outcomes-based education and Curriculum 2005 (Department of 
Education, 1997) and the ensuing revised national curriculum statement (Department of 
Education, 2002a) heralded the development and introduction of a new learning area 
called life orientation. In this regard, health promotion, social development, personal 
development, physical development, movement and orientation to the world of work are 
specific focus areas of life orientation in the general education training band (Department 
of Education, 2002b). 
Currently, PE is offered as a sub section of LO and LS. LO caters for the senior (Grades 
7-9) and FET (Grades 10-12) phases, while LS is for the foundation (Grades 1-3) and 
Intermediate Phases (Grades 4-6). Cleophas (2014) finds that inclusion of PE as part of 
LO and LS is problematic. Given that the rationale for teaching in South Africa is to give 
concrete meaning to the idea of equality education, the downgrading of PE from being a 
standalone subject has been criticised as a disservice to learners (Cleophas, 2014). 
Therefore, PE only forms one aspect of LO or LS, and does not have a formal place in 
the existing curriculum in either private or public schools. In rare instances, some private 
and public schools have offered PE classes as an addition to the curriculum but not as a 
formal credit-bearing subject (Shaw et al., 2014). Shaw et al. (2014) find this as being 




activity, which itself provides a multitude of documented learning, psychological, and 
physical benefits to learners.  
Furthermore, in the post-apartheid era, PE classes in South Africa are being eliminated 
from the school day because schools and teachers are under increased pressure to raise 
students’ achievement in traditional academic subjects, such as mathematics and science 
(Shaw et al, 2014). Education, according to former President Thabo Mbeki, is to take on 
the mantle of driving efforts in nation-building through engaging in large-scale pre- and 
in-service training (Asmal, 1999). Further compounding the exclusion of PE is that the 
majority of schools in South Africa have no facilities, and PE as a school subject has been 
misunderstood and neglected when compared to other subjects in the school curriculum 
(Bailey & Dismore, 2011). In some provinces, due to nationalisation, some schools have 
completely excluded PE as a subject from their curriculum (Department of Education, 
2002a).  
Although South Africa is the “Rainbow Nation” with its rich ethnic and cultural diversity, a 
divide between the rich and the poor still exists; although in the past, this divide was 
reflected in the relative prosperity of the white population compared to the non-white 
majority (Shaw et al., 2014). However, now the rich, whether white or non-white, continue 
to have ready access to developed economic, physical, educational, communication, and 
other infrastructures, in contrast to the poor, who live with conditions of poverty and 
power-related violence within a grossly underdeveloped infrastructure (Shaw et al., 2014). 
The economically segregated and differentiated education system in South Africa 
continues to have wide-ranging adverse effects on school PE and, when combined with 
the multitude of challenges, will still be felt for years to come (Van Deventer, 2005). 
2.10  Factors that determine the state and status of PE in schools 
An ideal educational environment should equip learners with holistic competences that 
promote physical, cognitive, social and emotional learning for effective engagement with 
the ‘real’ world (Carse et al., 2017). Learning settings are social contexts wherein 
educators interact with learners for knowledge construction and dissemination (Burnett, 




are vital to understanding the PE situation in schools (Roux & Sakala, 2020). Among other 
responsibilities, educators are responsible for ensuring PE delivery through effective 
teaching, fair resources allocation, impartial time allocation, authentic assessment and 
continuous professional development for effective interpersonal interactions and 
knowledge construction in schools (Ho et al., 2016). The successful application of PE in 
school is a drive of numerous aspects. This review focuses on the nature of the CAPS, 
PE programmes, facilities, equipment, time allocation, class size (number of learners per 
class), assessment and teachers.  
2.10.1  Curriculum assessment policy statement  
The word curriculum comes from the Latin word ‘currere’, which means to run a course 
(Edim, Ogabor & Odok, 2014). A curriculum is a blueprint to systematically implement 
educational syllabi to achieve pre-determined outcomes (Su, 2012). In South Africa, the 
blueprint governing school curricula is the CAPS document. It was presented in 2010, 
and its application began in 2012. It is characterised by concise but weighty descriptors 
on what must be taught and assessed for each subject and grade (Nkosi, 2014).  
After attaining independence in 1994, the South African education policy received instant 
scrutiny to break away from the racial distortions of apartheid (Christie, 2006). The racially 
and geographically fragmented education departments merged to form a new national 
curriculum for all (Barnard, Van Deventer & Oswald, 2014). In 1995, the then National 
Sports Council (NSC) posited a link between sport and PE to enhance the status of PE 
in schools. This was to conclude in a policy for PE and school sport overseen by the then 
Department of Education (DoE) (Van Deventer, 2002). In 1996, the new Constitution 
stressed the right to physical activity and education for all children (Strydom, 2011). The 
first direct initiative to eradicate the effects of apartheid education was the introduction of 
Curriculum 2005 under the Outcome-Based Education (OBE) between 1997 and 1998 
(Van Deventer, 2009a). OBE was introduced in South Africa in 1997, after having 
registered successes in Australia and New Zealand (Van Deventer, 2009a). Under OBE, 
PE was rationalized under Life Orientation. This saw the subject assuming a marginal 




classes as they had done during the apartheid era and many still engaged in no physical 
activity at all (Cleophas, 2017).  
In 2002, the OBE gave way to the Revised National Curriculum Statement (RNCS) for 
Grades R to 9 and the National Curriculum Statement (NCS) for Grades 10-12 (DBE, 
2011c). The RNCS was more complicated than the previous outcome-based curriculum 
(Badugela, 2012). The RNCS reportedly had little influence on in-depth understanding 
and thorough implementation of PE practices (Perry et al., 2012). An associated study by 
Van Deventer (2009b) in selected schools in the Western Cape province showed an 
unfavourable depiction of PE under the RNCS. Teachers reported that they did not have 
enough facilities and equipment to effectively provide PE programmes (Van Deventer, 
2009b).  
In 2009, a Ministerial Task Team was appointed to review the R-NCS curriculum (Stroebel 
et al., 2016). In 2012, the 2002 curricula (RNCS for Grades R to 9 and NCS for Grades 
10 to 12) were combined into a single document known as the National Curriculum 
Statement (NCS) Grades R-12. The new curriculum comprised Curriculum and 
Assessment Policy Statements (CAPS) for each school subject (DBE, 2011c).  
Currently, PE still exists as a component of LS and LO under the CAPS curriculum 
(Hollander, 2017). LO is taught in the Senior Phase (Grades 7 to 9) and in the Further 
Education and Training Phase (Grades 10 to 12). LS is offered in the Foundation Phase 
(Grades R to 3) and in the Intermediate Phase (Grades 4 to 6) (Stroebel et al., 2016). The 
CAPS policy statement on LS emphasises that PE should be used to develop children’s 
motor skills through activities, such as climbing, indigenous games and athletics (Steyn, 
Schuld & Hartell, 2012). 
Moodley (2013, p. 40) observers that the CAPS curriculum provides teachers with: 
 An introduction with guidelines on how to use the document for each phase and 
subject. 
 Content, concepts and skills to be taught per term. 
 Guidelines for time allocation. 




  Recommended lists of resources per grade. 
  
In the IP, PE aims to develop learners’ motor skills, physical well-being and knowledge of 
movement and safety (DBE, 2011a). During PE, other skills, such as relationship skills, 
problem-solving skills and self-esteem, should be developed (DBE, 2011a). 
2.10.2  PE programmes in the curriculum 
The CAPS curriculum for the Intermediate Phase provides activity-guiding principles that 
vary according to the grades of learners to maximise benefits in the psychomotor, 
affective and cognitive domains (Nkosi, 2014). The CAPS curriculum does not stipulate 
specific or exact activities that schools can offer for PE – it is only a guideline. However, 
it can be assumed that games, athletic activities (basic sport codes) and dance are the 
main activities that constitute PE programmes and activities in the CAPS curriculum. 
Table 2.1 illustrates the activities that are stipulated in the CAPS curriculum Intermediate 
Phase for PE. 
Table 2.4 PE activities in the Intermediate Phase according to the CAPS curriculum 
Grade 4 Grade 5 Grade 6 
Locomotion, rotation, 
elevation and balance 
activities  
Movement sequences that 
require consistency and 
control  
Physical fitness 
programme to develop 
particular aspects of fitness 
Modified invasion games A variety of target games  Striking and fielding games 
Rhythmic movements with 
focus on posture 
Rhythmic movements with 
attention to posture and 
style 
Rhythmic patterns of 
movement with co-
ordination  
Basic field and track 
athletics or swimming 
activities 
A variety of field and track 
athletics or swimming 
activities 
Sequences emphasising 
shape, speed and direction 





Grade 4 Grade 5 Grade 6 
Safety measures Safety measures  Safety measures 
Source: Adapted from DBE (2011a: 12).  
PE is a multi-activity subject (Pope, 2011). As such, PE programmes present an 
advantageous opportunity for promoting physical activity participation among school-
aged children (Sattelmair & Ratey, 2009). For PE programmes to be effective, activities 
must not only be broad but also developmentally appropriate for learners. This review 
explores dance, play, athletic activities and games as activities that constitute PE 
programmes.  
2.10.2.1 Dance 
Dance is a part of the PE curriculum in several countries (Mattsson & Lundvall, 2013). 
Dance covers the psychomotor, cognitive and affective elements (Bajek, Richards & 
Ressler, 2015). In the psychomotor domain, dance enhances muscular strength, 
muscular endurance, and flexibility. In the affective domain, dance improves self-
expression, mastery of risk as well as trust through movements that involve partner or 
group cooperation. In the cognitive domain, dance sharpens observation skills and 
informed judgements through choreography (Gallahue & Cleland Donnelly, 2003). 
Teaching dance requires lots of preparation, especially if teachers have insecurities about 
their dancing abilities (Gibbs, Quennerstedt & Larsson, 2017).  
Dance constitutes a crucial public health discourse. However, studies indicate that dance 
in PE is contested as there is little time devoted to it (Mattsson & Lundvall, 2013). Most 
PE teachers are unsure about its role and how to teach it (Lundvall & Meckbach, 2008). 
PE has usually focused on sport-related physical activity components that entail speed 
and physical intensity. Dimensions of subjective experiences, aesthetics and rhythm, 
such as those found in dance, hardly receive attention (Mattsson & Lundvall, 2013). 
Despite these challenges, it is worth the effort to include dance in PE to provide learners 




The skills acquisition process in dance progresses from development levels one (1) to 
four (4) (Nichols, 1994). In development level one, learning focuses on creative rhythms 
and movement songs. Simple mixers are used to help children learn to find partners and 
move rhythmically. The focus is to offer activities that require minimum instruction while 
giving students positive experiences (Pangrazi, 2007). It involves movement with a 
partner in simple formations with emphasis on body awareness using music with a clear 
beat (Nichols, 1994).  
In development level two, greater practice focuses on combinations of locomotor skills. 
All activities are taught with emphasis on mastering simple locomotor skills rather than 
performing the dances with precision (Pangrazi, 2007). Challenges are increased in 
complexity as skills are changed more smoothly and there is an improved ability to work 
with partners and maintain formations (Nichols, 1994).  
In development level three, students begin to learn some of the more difficult and complex 
steps. Developmentally, these learners are usually not comfortable moving with partners 
of the opposite sex, so activities are modified to allow for individual activity (Pangrazi, 
2007). There is a variety of dance formations and partner relationships. Learning about 
the backgrounds of the dances is introduced at this level (Nichols, 1994).  
In development level four, there is further development in all areas. Children are 
interested in group work at this level. Dances of longer development and duration are 
used. More advanced skills and more complex movement sequences are utilised 
(Nichols, 1994).  
2.10.2.2 Play 
Play is a childhood instinct that is intrinsic to processes of childhood learning and 
development (Gleave & Cole-Hamilton, 2012). Play is particularly ideal in early childhood 
learning settings (Aronstam & Braund, 2016). The PE of children in these contexts 
emphasises motor development (Petrie & Clarkin-Phillips, 2017). A narrow view of play 
regards it as actions of clapping and singing outside class work (Ogunyemi & Ragpot, 
2015). Play has a physiological, biological and cultural function that is indispensable to 




simultaneously provides psychomotor, affective, and cognitive stimulation resulting in all-
round development (Sattelmair & Ratey, 2009). Despite its benefits, time for play has 
reduced for some children and quality PE can help reverse the trend (Ginsburg, 2007).  
Play develops gross and fine motor skills through physical activities (Marshall & Stuart, 
2001). Physical play is made up of exploratory, manipulative and constructive play (Early 
Childhood Ireland, 2015). Exploratory play uses the senses as children explore in their 
environment (Marshall & Stuart, 2001). Manipulative play consists of such behaviours as 
handling, throwing or banging objects (Hughes, 2002). This type of play enhances 
dexterity and hand-eye coordination (Early Childhood Ireland, 2015). 
Constructive play is a form of physical play, which involves building using natural and 
manufactured materials. It involves control of the physical ingredients of the environments 
(Hughess, 2002). Practitioners should create indoor and outdoor environments that 
provide a range of play possibilities (Early Childhood Ireland, 2015). Exposure to 
equipment and playthings in early childhood education settings can enhance 
opportunities for children’s play activities (Petrie & Clarkin Phillips, 2017).  
2.10.2.3 Games for development 
The Developmental Games Classification approach by Gallahue & Cleland Donnelly 
(2003) categorises games according to developmental levels. These are developmental 
level one, developmental level two, developmental level three and developmental level 
four games (Gallahue & Cleland Donnelly, 2003). Games in developmental level one 
usually feature individual games and creative play. Little emphasis is placed on team play. 
The games are simple, easily taught and not demanding in terms of skills (Pangrazi, 
2007). 
Level two games are active activities that involve the use of two or more motor skills and 
movement concepts. They are skill challenge games in which players have an opportunity 
to test their skills (Gallahue & Cleland Donnelly, 2003). Games like chase and tag become 
more complex and demand more manoeuvring. In this level, children become more 





Level three games are made up from the complex aspects of level two games. Rules and 
strategies of the activities have more significance and the meaningful use of skills is 
required. Physical fitness plays a great role in the success of play (Gallahue & Cleland 
Donnelly, 2003). A great deal of more cooperation is needed to make the activities 
enjoyable. An element of strategy is needed in these games to allow for cognitive 
development (Pangrazi, 2007).  
Developmental level four games represent the various official sport games, mostly 
classified as team sports, dual sports or individual sports. Official sport games are 
appropriate for individuals at an advanced level of movement skill learning. However, few 
primary school learners are at this developmental level (Gallahue & Cleland Donnelly, 
2003).  
2.10.2.4 Athletic activities (Sport)  
The word ‘sport’ derives from the Latin root desporto, meaning “to carry away” (Leonard, 
1998: 12). When studying sport as a phenomenon, this broad perspective can be unclear 
and ambiguous (Roux, 2013). The link between PE and athletic activity is one of the most 
protracted topics in scholarship (Pope, 2011). Athletic activity is considered an extra-
curricular activity (Van Deventer, 2014). Sport also has a strong physical component that 
varies from relatively passive to maximum physical exertion (Vendien & Nixon, 1968). 
Tempelhoff (1983) argues that the term ‘sport’ is borrowed from French to refer to extreme 
physical activities such as athletics, underwater swimming, motorbike racing, hunting and 
fishing. Sport can be defined in various ways depending on the context and involvement 
of participants (Gouws, 1997). PE, in contrast, is a formal learning area within the 
curriculum (Dudley, Telford, Stonehouse, Peralta & Winsdale, 2017). However, some 
schools do not make conceptual or practical distinctions between PE and school sport. 
This is because their chief medium for teaching PE is through sports activities. They even 
allow sport coaches to take charge of PE lessons in schools (Mountakis, 2001).  
A relatively comprehensive description of sport is offered by Leonard (1998: 12) who 
defines sport as: “…a human activity that involves specific administrative organisation 
and the historical background of rules which define the objective and limit the pattern of 




determined by physical skill”. Sport is socially constructed, takes place within a specific 
place, time and area, and thus represents the experiences, circumstances, values, as 
well as environment of the players, with certain rules which are clearly defined to 
determine a winner and loser (Roux, 2013). By practising sport, man is pursuing 
excellence in athletic activities where the perseverance of all participants is tested 
(Ramsamay, 1993). Leonard (1998) maintains that motivations of sport participation often 
reflect a combination of intrinsic and extrinsic motivations.  
In contrast, PE focuses on the learning development of the whole child (Van Deventer, 
2015). As such, some scholars contend that instead of treating PE and school sport as 
being one thing, PE should be used to prepare learners for competence in school sport 
(Ericsson, 2011; Ndlangamandla, Burnett & Roux, 2012). However, Green (2014) 
cautions that it is not a given that PE students will always or naturally develop an interest 
in athletic activities. Similarly, Van Deventer (2015) and Whitehead (2013) posit that for 
PE to earn investment, it must present a solid case based on its inherent worth instead 
of deriving associative worth from being a skills pool for school sport.  
Coakley (2004: 21) defines sports as “being institutionalized competitive activities that 
involve rigorous physical exertion or the use of relatively complex physical skills by 
participants motivated by internal and external rewards”. Coakley (2004: 110) argues that 
the more dominant sports of a society have been grounded in the values and experiences 
of men concerned with military conquest, political control, and economic expansion, thus 
the use of strength, speed and power, to aggressively dominate their opponents and to 
prove excellence through competitive success. Coakley (2004: 111) is also of opinion that 
although many people have used this model for determining the meaning, organisation 
and purpose of sports, not everyone structures their participation around it. Some people 
choose to participate in sports, or PA grounded in values and experiences related to their 
connections with one another through playful and enjoyable physical activities, ethical 
personal expression, growth, good health and mutual concern and support for team 
members as well as opponents (Roux, 2013).  
Ainsworth (2016) observes that evidently, the problem of children’s physical inactivity 




managers can team up to promote PA in an integrated manner for sustainable 
implementation (Hollander, 2017). 
2.11  Time allocation for PE 
Time allocation refers to how long (duration) and how often (frequency) the class periods 
for PE occur in the curriculum (Wuest & Fisette, 2012). Adequate time should be allotted 
to PE in school timetables (Ugwuanyi, 2013). Sufficient time for PE allows learners to 
engage in physical activity patterns that meet international requirements (Visagie, 2009). 
Schools can reach this target through effective timetabling and scheduling (Ali, Zahidi & 
Samad, 2014). The average recommended time is 150 minutes per week, which 
translates into 30 minutes per day (Kirchner & Fishburne, 1998). According to UNESCO 
(2015), the weekly time allocation should be at least 120 minutes for primary schools and 
180 minutes in secondary schools.  
Several countries legally require PE to be timetabled in schools (Hardman, 2008). 
Globally, an average time of 103 minutes is allocated to PE in primary schools per week. 
In secondary schools, an average of 100 minutes is allotted to PE weekly (UNESCO, 
2014). Budget restraints, localised control of curricula and pressure to meet academic 
targets cause schools to cut back on PE (Stead & Nevill, 2010). PE lessons are 
sometimes cancelled or replaced with subjects like Science, English Language, 
Mathematics and Computer Studies (Van der Merwe, 2011).  
Reductions in times allocated to PE reveal how PE is marginalised in the curriculum 
(Lounsbery & McKenzie, 2015). Seldom are time allocations for PE enforced or schools 
held accountable for violating policy (Kohl & Cook, 2013). Some teachers choose to 
arbitrarily suspend PE lessons (Hardman & Marshall, 2005). With limited curriculum time, 
PE alone cannot satisfy the physical activity needs of children or address their activity 
shortfalls (UNESCO, 2015). Curriculum design and tweaking, which offers limited time for 
physical activities, are not favourable to the pursuit of lifelong activity and long-term health 
(Kahiga et al., 2015). 
However, a study by Reddy et al. (2003) in South Africa reported that only 54.3% of 




school, because a lot of the schools in rural areas do not have any playgrounds for the 
children to play on. Rajput and Van Deventer (2010) indicate that only 33% of the total 
time allocated in the learning area in Life Orientation for Grades 4 to 6 learners, is used 
for physical development and movement. This trend is shocking, because PE is supposed 
to provide the opportunity for all children to be physically active. 
In the CAPS curriculum, learners in the Intermediate Phase are expected to participate in 
timetabled PE periods every week. The weekly time allocation for PE is 60 minutes; as 
shown in Table 2.2, PE has the least time compared to other subjects in the curriculum 
(DBE, 2011b). Traditional subjects that are nationally examined are rated higher than PE 
in the timetable (Amusa & Toriola, 2008). Some teachers in South Africa report that time 
allocation in the CAPS curriculum for PE is inadequate and cannot cater for all the 
prescribed activities (Mqadi, 2015).  
Table 2.5 Weekly subject time allocation for Intermediate Phase  
 
    
 Source: Adapted from DBE (2011a) 
Subject  Hours 
Home language 6 
First additional language  5 
Mathematics 6 
Natural sciences and technology 3.5 
Social sciences 3 
Life Skills 
 Creative Arts 
 Physical Education 









2.12  Facilities and equipment 
The following review describes the resources, such as the facilities and equipment. 
2.12.1  Facilities  
Facilities refer to buildings and land areas on which PE activities take place (Edginton, 
Hudson, Dieser & Edginton, 2004). Examples include, but are not limited to, indoor 
games, buildings, such as sport rooms, and outdoor areas, such as sports fields, cricket 
pitches and netball courts. The UNESCO charter calls for enough PE facilities and their 
maintenance to meet the needs of learners (UNESCO, 2015). Facilities essentially dictate 
what PE activities can be taught (Shimon, 2011). Good facilities create key options for 
PE activities, and this can motivate learners to participate (Wuest & Fisette, 2012).  
PE commonly faces challenges of inadequate and poorly maintained facilities (Kirui, 
Langat & Rop, 2014). This detrimentally impacts the scope and quality of PE programmes 
(Hardman, Murphy, Routen & Tones, 2014). The problem of facilities is a pervasive 
feature of concern, especially in economically disadvantaged areas (Hardman, 2011). 
However, while there are higher expectations over facility standards in more developed 
countries, there are indications of inadequacies and low maintenance levels even in some 
developed regions (Kirui et al., 2014).  
Inadequately prepared or maintained facilities can lead to accidents or abandonment of 
lessons (Podstawski, Zwolińska & Nowosielska-Swadźba, 2015). Issues of safety also 
arise when two or three classes have to share space at the same time. Tables and other 
pieces of furniture might have to be stacked against walls (Shimon, 2011). In cases where 
lessons occur in multi-purpose rooms, PE is often excluded from these spaces to 
accommodate other school events, such as concerts and school assemblies. As a result, 
children may not learn PE during those periods (Shimon, 2011). PE facilities should be 
characterised by maintenance of cleanliness, good lighting, comfortable temperatures, 
appealing colours and appropriate surfaces (Edginton et al., 2004).  
Ideally, schools should have gymnasiums, swimming pools, locker rooms, tennis courts, 
netball courts, football fields and other related arenas for facilitating PE programmes 




limitations prevail, schools can enrich PE experiences by identifying alternative and 
unique avenues for facilities. This may involve developing partnerships and agreements 
with local community centres or universities to use their facilities for PE programmes (Kohl 
& Cook, 2013). Another proposal by Van Deventer (2009b) entails clustering schools that 
are situated close to one another within a specific region. These schools can then share 
facilities in their cluster (Van Deventer, 2009b). Such initiatives may present opportunities 
to implement a full curriculum programme (Chin & Edginton, 2014).  
The CAPS curriculum stresses the importance of safety in play areas (DBE, 2011a). 
Educators have a duty to ensure that facilities meet reasonable safety standards (Singh 
& Surujlal, 2010). The memorandum of understanding (MOU) signed between the DSR 
and the DBE provides an avenue for the optimum use of PE facilities. It states that the 
two departments would develop a concept document on facility sharing and upgrading to 
improve PE in schools (Departments of Basic Education & Sport and Recreation, 2011).  
2.12.2  Equipment  
Equipment refers to durable apparatus or materials that last from five to twenty years with 
repeated use (Kirchner & Fishburne, 1998). Examples include tennis rackets and soccer 
goalposts (Edginton et al., 2004). The quantity and the quality of equipment influence PE 
programmes (Méndez-Giménez, 2014). Meaningful lessons occur when there is 
adequate and functional equipment for learners (Bamidele, Bamidele & Obaseki, 2016). 
Equipment that is well maintained and child-appropriate is likely to increase physical 
activity opportunities during PE classes (Bevans, Fitzpatrick, Sanchez, Riley & Forrest, 
2010). 
Schools that have limited equipment are a concern for physical educators. Learners have 
to queue in turns to use equipment, thereby limiting their opportunities to learn (Shimon, 
2011). Others may resort to multiple and repeated use of the same equipment for multiple 
programmes (Edginton et al., 2004). This causes teachers to abandon quality PE 
programming and resort to improvisation with large group games and activities (Kohl & 
Cook, 2013). Such conditions contribute to educator stress, learners’ misbehaviour and 




At given stages, equipment requires either purchasing, replacement or repairing 
(Gulhane, 2014). Teachers are obliged to check the safety of equipment every time it is 
used during classes. Teachers can also carry out minor maintenance work to sustain 
complete functionality (Podstawski et al., 2015). Thus, proper procedures for checking, 
repairing, servicing and storing equipment should be utilised (Gulhane, 2014).  
Alleviating equipment shortages can be done by innovatively using improvised equipment 
(Tian, Du Toit & Toriola, 2017). Acts of ingenuity to make up for scarce equipment ensure 
that PE curricular lessons are always done practically (Nhlongo, 2015). The use of self-
made materials develops deeper relationships and positive affects with the artefact, 
opportunities that teachers can exploit to further promote physical activity among learners 
(Méndez-Giménez, 2014).  
In the Intermediate Phase PE CAPS curriculum, there are no clear specifications of 
equipment that should be used by learners during lessons. However, equipment 
shortages have been reported in schools. South African Life Skills teachers are trained 
to improvise on PE equipment (Stroebel, et al., 2016). Nongogo, Kubayi and Amusa 
(2014) call for synergy in programme implementation between the departments of sport 
and education for optimum equipment provision in schools. PE equipment provision 
should not be marginalised in favour of materials for other presumably more important 
subjects (UNESCO, 2015).  
2.13  Class size 
The number of learners that PE educators teach is tiring if class sizes are huge (Gross & 
Buchanan, 2014). Teaching movement skills in class sizes of more than 30 learners is 
not ideal in PE (Hardman, 2008). It makes it difficult to individualise and provide 
developmentally suitable activities. Large PE classes are educationally unsound and 
create unsafe teaching environments (Kirchner & Fishburne, 1998). Teachers abandon 
quality programmes and resort to large-group activities (Kohl & Cook, 2013). These 
interfere with instruction and assessment (Wuest & Fisette, 2012).  
The CAPS curriculum in the Intermediate Phase does not state the ideal teacher to class 




class size for classroom lessons in South Africa is 40 learners. As demonstrated above, 
in many cases, large classes prevent children from having enough time to practise and 
improve their skills (Méndez-Giménez, 2014). The OBE partly failed because of large 
classes (Moodley, 2013). The CAPS curriculum requires manageable classes and a 
reasonable teacher to pupil ratio for it to succeed.  
2.14  Teacher and pedagogy content knowledge 
As previously mentioned, the lack of facilities and apparatus plays a huge role in the state 
and status of PE. However, on the same front, PE is challenged by the lack of trained 
teachers to offer the subject, in conjunction with the lack of trained subject advisors to 
offer the necessary support (Van der Merwe, 2011).  
Research argues that PE in the Intermediate Phase might for various reasons not be 
working at an optimal level (UNESCO, 2015). The importance of PE teachers, being the 
potential gatekeepers to informing school physical activity policies, delivery, planning and 
implementation are not always shown (Hyndman et al., 2012). Richards et al. (2014) 
provide evidence that beginner teachers and teachers with little experience in PE are 
unsure of their roles as PE teachers in the workplace, which causes anxiety. This might 
be problematic as PE teaching often assumes an ambition to positively influence activity 
levels “beyond the school gate” (Drummond & Pill, 2011: 165-178). Content development 
is a critical skill for physical education teachers, because it provides essential knowledge 
for a teacher to draw upon as the teacher implements instructions (Rink, 1994; Ward, 
2013). Secondly, fundamental to quality teaching is a teacher’s use of pedagogical 
content knowledge (PCK). Teaching implies the development of content base and 
competency in a particular skill set in order to facilitate a performance outcome of some 
kind as well as understanding the enabling manner in which learning takes place (Ward, 
2013). Integration of content knowledge with knowledge of pedagogy and understanding 
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Figure 2.2 Integration of content knowledge with knowledge of pedagogy (Gravett, 
De Beer & Du Plessis, 2015) 
Furthermore, the teacher is considered the major instrument in education (Ojo, 2015). An 
education system is as good as the quality of its teachers (Spaull, 2015). Having effective 
PE teachers is critical because they enact the PE experience (Tsangaridou, 2016; Pill, 
2016). They have a role to fulfil and motivate learners to be physically active for a lifetime 
(Ferkel, Razon, Judge & True, 2017). Their beliefs and philosophies influence how 
programmes are developed and executed (Wuest & Fisette, 2012, 348). Ideally the PE 
curricula are implemented by qualified PE teachers (Casimir, 2013).  
Generally, PE tends to be taught by generalist teachers, specialist PE teachers and other 
adults especially sports coaches (Jones & Green, 2015). A generalist teacher is one who 
has not undergone intensive PE teacher education. A specialist teacher undergoes 
intensive PE training. Schools with specialist teachers are reported to have higher levels 
of learner participation in physical activities (Faulkner, Dwyer, John, Irving, Allison, 
Kenneth, Adlaf & Goodman, 2008). In primary schools, it is common for PE to be taught 
by generalist class teachers (Valtonen, Reunamo, Hirvensalo & Ruismäki, 2015). 
However, limited training and exposure among generalists cause a lack of self-assurance 
and embodied understanding of PE (Petrie, 2010).  
The mere presence of a specialist, however, does not always guarantee a quality PE 
programme (Lu & De Lisio, 2009). Hence, mere physical competence is not the only 
attribute for a good PE teacher. For example, there are instances where generalist class 




material (Morgan & Hansen, 2008). However, most generalists generally lack the 
confidence to incorporate PE in their teaching because of their non-specialised training 
(Petrie, 2010). A specialised teacher is still regarded as superior in their sense of content 
knowledge and by means of achieving the required outcomes (Valtonen et al., 2015).  
School cultures tend to isolate PE teachers by depriving them of support systems for 
professional learning (Petrie, 2009). They are also excluded from being part of decision 
makers on matters of policy (Penney & Evans, 2005). Carse (2015) calls for opportunities 
that allow PE teachers to develop networks and undergo professional learning. Without 
professional learning and development, teachers can engage in moribund PE practices 
as they become disconnected from new ideas (Shehu, 2009). Teachers can bring 
insightful views on curricula if they keep up to date with best practices in PE through 
professional learning (Perry et al., 2012; Petrie, 2009).  
In the South African CAPS LS IP curriculum, teachers are tasked to guide learners to 
achieve physical, intellectual, personal, emotional and social potential (DBE, 2011b). 
However, there are no institutions that train teachers for Life Skills, because it does not 
constitute a specific discipline (Van Deventer, 2011). Moreover, training prospective 
teachers to become experts in all the unrelated study constituents of LS is not feasible 
(Rajput & Van Deventer, 2009). Thus, PE classes in most South African schools are 
taught by generalist teachers. According to Van Deventer and Van Niekerk (2009), 
leaving PE to generalist teachers only demonstrates that little significance is attached to 
PE in South African schools.  
2.15  Assessment  
Assessment is the process of gathering information to determine learners’ progress 
towards achieving learning objectives (Wuest & Fisette, 2012). Assessment ascertains 
whether the outcomes of a learning area have been achieved or not (Van der Merwe & 
Du Toit, 2017). Assessment helps teachers to measure their own teaching effectiveness 
(Gallahue & Cleland Donnelly, 2003). PE assessments should be done on an on-going 
basis (Barker, Wallhead, Brock, Goodyear & Amade-Escot, 2017). It is not viable to teach 




time, hence PE programmes must be able to objectively measure learners’ progress 
(Anderson, Blanksby & Whipp, 2005).  
Traditional modes of assessment in PE entail sport skill, knowledge and physical fitness 
tests (Sofo, Ocansey, Nabie, & Asola, 2013). Gallahue and Cleland Donnelly (2003) posit 
that most PE practitioners have shifted from traditional approaches to alternative forms 
of assessment. In alternative assessment techniques, assessment scenarios are 
designed around real-life situations. The context of the testing environment closely 
matches the context in which the skill will be used. Alternative assessment places greater 
emphasis on cognitive skills and contextualised integrated learning rather than movement 
performances outside of the usual settings where they will be used (Gallahue & Cleland 
Donnelly, 2003).  
The two main categories of assessment are formative and summative assessment. 
Formative assessment occurs continually, while summative assessment occurs 
periodically, usually at the end of an instructional unit (Van der Merwe & Du Toit, 2017). 
Assessment can be used for grading and motivating learners (Pangrazi, 2007). However, 
Crum (2012) argues that standardised grading is reductionistic, de-motivating and 
counterproductive for less talented movers. He advocates that progress should be 
measured along a more subjective scale (Crum, 2012). However, there is concern that 
without objective measurement, PE programmes get into the risk of being rationalised 
during programme reviews and budget cuts (Anderson et al., 2005).  
The CAPS curriculum defines assessment as a planned process of identifying, gathering 
and interpreting information about the performance of learners (DBE, 2011b: 55-56). It 
involves four steps:  
 Generating and collecting evidence of achievement; 
 Evaluating this evidence; 
 Recording the findings; 
 Using the information to understand and assist learners’ development to improve the 




PE teachers decide the basis for grading and determine the components to use and on 
how they are weighted (Melograno, 2007). In the context of PE for the Intermediate 
Phase, the focus of assessment falls into two categories, which are learners’ participation 
frequency and learners’ movement performance. It involves teachers observing whether 
the performance of a movement has a desired outcome. The teacher focuses on the 
overall performance of the movement rather than the detailed mechanics of the 
movement. However, once a teacher has gained confidence and can break down a motor 
skill and movement sequence into different parts, additional criteria can be added to 
assess the performance in greater depth (DBEa, 2011, p. 55-56).  
In the CAPS curriculum, assessment based on participation frequency is allocated a mark 
out of twenty at the end of each term. When a learner who always participates is absent, 
they should not be penalised for being absent. However, a leaner who rarely participates 
when present should be penalised when they are absent. On assessment based on 
movement performance, learners are observed at least twice across a school term for 
formal assessment purposes. A mark out of five will be allocated for each of the two 
observations to obtain a final mark out of ten. Marks awarded for participation frequency 
and movement performance for the term are added up to arrive at a final mark out of 30 
per learner. The mark obtained out of 30 is the PE term mark that is formally recorded on 
the record sheet (DBEa, 2011: 55-56).  
Unlike in other study areas, PE does not provide for assignments and examinations in the 
CAPS curriculum. Melograno (2007) queries grading that is based on assessing learners’ 
attendance or participation. Mere attendance and participation are not learning targets. It 
is the learner’s responsibility and indeed it must be a given to attend classes and learn. 
Otherwise if learners can earn a passing or acceptable grade simply by showing up, then 
that is all they are going to do. If the only way they can earn a pass mark is by 
demonstrating knowledge and performance of learning targets as defined in the 




2.16  Chapter summary 
This chapter provided a literature review related to the main concepts of high policy 
makers, the human capital model and the holistic development with regard to PE. 
Furthermore, it provided literature regarding the health-related challenges and how PE is 
used to combat these challenges. In a broader sense, the chapter focused on the state 
and status of PE in schools and provided a theme regarding the history of PE. The themes 
explored during the literature review serve as precursor to the main study, which explores 
the gap within the state and status of PE in the IP of public primary schools.  
Various gaps had been distinguished from the review. PE in South Africa faces many 
policy implementation problems. These include, but are not limited to the holistic 
development of children and youth requiring human capitals to be developed and this is 
not done sufficiently. PE in the South African context is not seen as a major subject, even 
though it is proven to fight certain deceases and help with other health related aspects. 
The state and status of PE require qualified teachers, proper resources and sufficient time 
to achieve the outcomes set up by the CAPS.  
Physical activities are a basic right for every child, in tandem with rights to education and 
health (Uys, Bassett, Draper, Micklesfield, Monyeki, de Villiers & Lambert, 2016). Twenty-
first century school learning environments must be crafted to inspire learners to enhance 
their lives (Chin & Edginton, 2014). Globally, there is an increasing emphasis on 
education policies that promote the teaching of PE in schools (Kazungu, 2016). However, 
the delivery of PE world-wide varies depending on several factors (Toriola, Amusa, 
Patriksson & Kougioumtzis, 2010). Although children have access to PE in some 
countries, the following problems and deficiencies have been observed by Crum (2012: 
53-54): 
 Low status of the subject  
 Decline and marginalisation through reduction of curriculum time 
 Neglect of PE in primary education  
 Poor conditions/facilities  




 Low standard of programmes   
 Weak PE teacher training programmes  
 Discrepancy between curriculum as text and curriculum as action.  
In South Africa, most research is based on teachers’ opinions and involvements. Mixed 
method studies that look at the views of teachers, the implementation of PE in the 
schooling system, the resources used and at the learners are rare. Thus, this study 
focused on a mixed method approach to attempt to fill the gap in PE of the Intermediate 
Phase. The next chapter describes the methodology used to collect and analyse the data 







3.1  Introduction 
This chapter outlines the research design and methods. This chapter includes the 
following sections: description of research design, methodological approach, population 
and sampling, study area, inclusion and exclusion criteria, data collection, pilot study, 
instrument validity and reliability and ethical considerations. 
3.2  Research design 
For this study, a mixed method, descriptive design of data gathering was used to gather 
both quantitative data with questionnaires and qualitative data with interviews, focus 
groups and observation protocols. This mixed method approach allows for a diverse 
interpretation of how the PE programmes are delivered, understood and experienced. 
This mixed method descriptive design with integrated methods and an interpretative 
approach would also be most relevant to reveal the uptake expressed in local voices of 
programme content and teaching practices (Jabareen, 2009; Burnett, 2016). This 
triangulation mixed method design strategy, put forward by Creswell (2008), where two 
or more methods are used currently to confirm, cross validate, or corroborate research 
findings, was specifically chosen for this study. This allowed for benefits of joining 
opposing strong points and non-covering flaws of both quantitative and qualitative 
methods. According to Burnett (2016), this approach adds the advantage of enriching the 
research findings by providing a contextual understanding of the viewpoints of research 
participants and how they construct their social worlds. This approach and methodology 
allow for the multi-layered interpretations of how programmes are delivered in the PE 
environment, and how they are experienced and understood (a double hermeneutic of 
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Figure 3.1: A mixed method concurrent triangulation strategy used for the research 
design (Creswell, 2013) 
The research paradigm is a set of expectations through which actuality is observed or 
interpreted (Nieuwenhuis, 2010a). In research, a paradigm consists of methodology to 
generate knowledge based on one’s view of reality (Maree & Van der Westhuisen, 2010). 
As seen in table 3.1 this study was based on the pragmatic paradigm. The pragmatic 
paradigm posits that reality is explained based on what is practically observed and 
experienced (Shimon, 2011). Thus it holds both impartial and personal data in queries 
(Creswell & Plano-Clark, 2011). Table 3.1 describes the comparison of study paradigms. 
Table 3.1 Comparison of study paradigms 
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 Focus groups  
Source: Adapted from Research Paradigms and Logic of Research (2011) 
3.3  Methodology 
With this study, quantitative data were triangulated with qualitative data for improved 
conceptual interpretation. 
3.3.1  Quantitative data analysis 
The quantitative data (questionnaires) were interpreted using the Statistical Package of 
the Social Sciences (SPSS) IBM version 24.0 (IBM Corp, 2018). Descriptive statistics 
uses percentages, means, analysis of variance and cross tabulations to illustrate data. 
The statistics was done by the support of STATKON (see Annexure Q). This data were 
triangulated with qualitative data (interviews, focus group discussions and observations). 
3.3.2  Qualitative data analysis  
Interviews and focus group discussion audio recordings were transcribed verbatim. Key 
codes were assigned to identify words, phrases and comments, which were organised 
into categories of related patterns, connected ideas and linked concepts. Repeated 
reading of transcripts was done to identify emerging themes. These themes were 
developed by means of ATLAS.ti software (Friese, 2014) and correlated with the 




2014). The qualitative and quantitative data sets were triangulated to corroborate the 
findings. 
3.4  Population and sampling 
A population refers to a set of elements or units that the study seeks to apply its findings 
to (Daniel, 2012). With this study, the Intermediate Phase of selected public primary 
schools (n = 8) in Alberton was investigated.  
Sampling is a procedure used to obtain a subset or a section of a population for inclusion 
in a study (Adams & Lawrence, 2015). Purposive sampling is a non-probability sampling 
technique in which elements are selected from the target population based on their fit with 
the purposes of the study as well as specific inclusion and exclusion criteria (Daniel, 
2012). This study adopted the purposive sampling technique in the selection of schools 
and participants. Purposive sampling involves critical consideration about the population 
parameters to choose the sample case carefully (Silverman, 2005). In applying purposive 
sampling, this study first determined the study population. It identified inclusion and 
exclusion criteria for the sample. It then determined the sample size. Finally, it selected 
the targeted number of the population elements (Daniel, 2012). Specific details are given 
below: 
 Eight primary schools were purposively sampled according to their stipulated quintile 
level, accessibility and location. These eight schools included Quintile 1 (n = 2), 
Quintile 2 (n = 2) and Quintile 3 (n = 2). Quintile 4 and 5 (n = 2) were investigated 
together (due to their similar socio-economic status they were grouped together). 
 Fifty grade learners from each school were targeted to fill in the questionnaires.  
 Three males and three female Grade 6 learners were selected based on their 
availability and confidence to participated in focus group discussions.  
 All LS/PE teachers from each selected school participated in semi-structured focus 
group discussion.  
 The principal or representative (if the principal was not available) from each of the 
selected schools participated in semi-structured interviews.  
















 Interview schedule 
 Audio tape recorder 
 Note pad for 
observation purposes 
and note keeping 
All (n = 20) LS/PE 





 Focus group schedule 
 Audio tape recorder 
 Note pad for 
observation purposes 
and note keeping 
Six Grade 6 learners 
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 Observation schedule 
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3.5  Study area and setting 
The study was conducted in the Alberton area, which forms part of the Ekurhuleni District, 
and thus the southern part of Johannesburg. Alberton is home to the South District of the 




of the SAUPEA research, which had been done previously (see 1.5). This study focused 
on a purposive randomised selection of eight Quintile 1 to 5 public primary schools in an 
urban township and a rural geographical setting.  
The researcher divided the geographic outline of Alberton into four segments. This study 
selected two primary schools from each sector to ensure an equal spread of the study. 
For purposes of confidentiality and anonymity, the schools are not mentioned by name in 
this study. However, for purposes of differentiation, they are key coded by letters of the 
alphabet from A to H. See figure 3.2 below: 
 
Figure 3.2: Showing the different areas from which the schools, coded from A-H, 
were selected (Source: Google Maps Alberton) 
Table 3.2 below shows the area of each school, the number of LS/PE teachers per school, 
the number of principals (or equivalent representative) and the quintile levels of the 
selected schools. 
Table 3.3 Area of school, number of LS/PE teachers, number of principals and 

























3 4 2 1 1 4 3 2 
Principals  1 1 1 1 1 1 1 1 
Number of 
learners 
in Grade 6 
102 121 62 110 99 132 112 97 
Quintile 
level 
3 4-5 4-5 2 1 3 1 2 
Key: A-H pseudonyms for the purposes of confidentiality and anonymity of the selected 
schools 
3.6 Inclusion and exclusion criteria 
The following inclusion and exclusion criteria were used: 
3.6.1 Inclusion criteria  
For inclusion, it was required that: 
 All consent and assent forms to be signed. 
 The principal or representatives need to be available for an interview, as it is 
envisaged that they possess key information regarding PE and influence decisions 
regarding LS/PE in schools (Kazungu, 2016).  
 Teachers for LS/PE were invited to participate as they are directly responsible for 
classes.  
 Only Grade 6 learners of the Intermediate Phase were used because of their 
perceived ability to express themselves better than learners in Grades 4 and 5 (Roux, 
2017). 
3.6.2  Exclusion criteria 




 The consent and assent forms were not signed nor returned.  
 The learners were not in Grade 6. 
 They were not educators involved with teaching Life Skills or PE. 
3.7 Data collection 
The research commenced after ethical clearance and access to conduct the research 
had been obtained. Data collection was done by the researcher himself. The researcher 
took responsibility for all questionnaires of learners, teachers, as well as all interviews 
and focus groups. Logistical arrangements with sample schools were done by the 
relevant researcher at least two weeks prior to the research visit (Annexures C-N). After 
permission was granted and the assent and consent forms were signed and returned to 
the researcher, data were collected as follows: 
3.7.1  Qualitative data 
 Interviews (Annexure C) were conducted in a secure office with the principal or 
representative, if the principal was unavailable. Audio recordings were conducted 
during interviews by means of a Samsung S6 Edge smartphone voice recording 
application (app), model number SM-G925F. All voice recordings were transcribed 
verbatim. The audio recordings were stored on a safe password protected computer. 
 Focus groups (Annexure Bi & Bii) were conducted in a secure and quiet classroom 
with all Intermediate Phase LS/ PE teachers. A quota sample of three boys and three 
girls per school (participant representation) were selected from Grade 6 after 
completion of the questionnaire.  
 Observations: An observation protocol (Annexure D) was followed by the researcher 
to identify the quality of physical resources (space, facilities, two PE lessons per 
school and equipment), surroundings and environment (context). 
3.7.2  Quantitative data 
 A questionnaire was completed by Grade 6 learners (see Annexure A). After assent 
forms were returned, the learners who were allowed to take part in the study were 
given the questionnaire forms. This was done during an approved time during the 




to read the questionnaire and the researcher described the questions step by step. In 
the cases where students struggled to understand, a teacher helped with language 
translation to ensure all questions were understandable. The learners completed and 
handed back the questionnaires on the same day without leaving the classroom. 
 
Table 3.4: Type of data collection and with whom 




Representative X  
 
LS/PE Teachers 
 X  
Learners 
 X X 
3.8  Pilot study 
A pilot study was conducted with a smaller sample of learners to determine logistical and 
technical procedures for data collection. These learners did not participate in the main 
study. The schools selected for the pilot study differed from the schools selected for the 
main study. The learners were asked to complete the questionnaire as this gave a clear 
understanding of and feedback on possible misinterpretations. 
3.9  Validity, trustworthiness and reliability 
The validity of the instrument refers to the extent to which an instrument measures what 
it is supposed to measure. The reliability of an instrument refers to the extent to which the 
instrument can generate similar results when administered to different sets of 
respondents, which refers to the repeatability or consistency of the instrument (Pietersen 
& Maree, 2010). Studies consider the validity and reliability of research instruments to 
ensure the trustworthiness of the findings (Anney, 2014). The nature of a mixed methods 





For content validity, the questionnaire was validated by STATKON, which is regarded as 
experts in the field (Kimberlin & Winterstein, 2008). The pilot study contributed to the 
content validity. The Guttman’s lambda-2 reliability test was used to measure the 
reliability of the questionnaire. The criteria for trustworthiness involve ascertaining of 
credibility, transferability, dependability and confirmability (Lincoln & Guba, 1985). 
Credibility was determined by peer debriefing as well as support from academic experts. 
Transferability was achieved by a thick description of the whole research process from 
data collection, context of the study to production of the final report. To ensure 
dependability, raw data and records collected from the field are kept for cross-checking 
and auditing for a period of three years. Confirmability was determined through 
triangulation and provision of visible evidence of the study process and outcomes (Anney, 
2014).  
The methodology used in this study was developed and tested for sight validity at a 
training workshop by SAUPEA (Burnett, 2018). The research questionnaire used in this 
study was adopted by the national study on the State and Status of Physical Education 
in Public Schools of South Africa done for SAUPEA (Burnett, 2018). However, since this 
mixed-methods study used both quantitative and qualitative instruments, measures of 
ascertaining validity and reliability vary for each method, which are discussed below.  
3.9.1  Validity and reliability of the questionnaire 
A pilot study was conducted with Grade 6 primary school learners from a different school 
that did not form part of the main study to determine if the instruments functioned as 
intended. Consultation was also made with the University of Johannesburg Statistical 
Consultation Services (see Annexure Q) regarding the instrumentation. Vague terms 
were removed and improvements to the research were made in consultation with the 
supervisor. 
This study determined the face and content validity for questionnaires. Face validity refers 
to the extent to which an instrument looks valid (Pietersen & Maree, 2010). Experts in the 
field of Sport and Human Movement Studies established this type of validity. Content 
validity is the judgment of how relevant and comprehensive the questionnaire items seem 




2008). For content validity, the questionnaire was examined by experts in the Sport and 
Human Movement Studies field before its finalisation (Kimberlin & Winterstein, 2008). 
Burnett and Roux (2017) modelled the questionnaire to be used by SAUPEA for the 
national research project (State and Status of Physical Education in Public Schools of 
South Africa, 2018). This determined the reliability. As for the SAUPEA study, experts in 
local language (Afrikaans, English and Zulu) also assisted with translation when needed. 
3.9.2  Validity and reliability of semi-structured interviews and focus group 
discussions 
Experts in the field of Sport and Movement Studies analysed the semi-structured focus 
group discussions to ensure that questions were systematically in line with the research 
questions. They also reviewed the interview and focus group schedules, which 
contributed to the trustworthiness of findings, and their credibility, transferability and 
confirmability to ensure rigour in arriving at findings (Lincoln & Guba, 1985).  
Credibility establishes whether the findings represent believable and correctly interpreted 
data drawn from the participants’ original views (Graneheim & Lundman, 2004), which is 
confidence in the truth of the findings (Lincoln & Guba, 1985). In this study, credibility was 
ensured through support from other professionals willing to provide scholarly guidance. 
Feedback from peers also helped to improve the quality of the inquiry findings (Anney, 
2014).  
Transferability refers to the degree to which the results of qualitative research can be 
transferred to other contexts with other respondents. It determines whether the findings 
are applicable in other contexts (Lincoln & Guba, 1985), which can be established through 
thick description. Thick description helps other researchers to replicate the study with 
similar conditions in other settings. In this study, it involved explaining all the research 
processes from data collection, study context to production of the final report (Anney, 
2014).  
Dependability refers to the stability of findings over time. It involves evaluating study 
findings, interpretations and recommendations to make sure that they are supported by 




ensured through an audit trail, which involved the cross-checking of raw data comprising 
of interview notes, observation notes and records collected from the field (Anney, 2014). 
Confirmability refers to the degree of neutrality and the extent to which the findings are 
shaped by the respondents and not the researcher’s bias motivation or interest (Lincoln 
& Guba, 1985). This was established through a journal, which included all events that 
happened in the field and personal reflections in relation to the study (Anney, 2014). 
3.9.3  Validity and reliability of observations 
The observation schedule was reviewed by the supervisor to ensure that the items were 
consistent with the objectives of the study. For reliability, the inter-observer agreement 
method was used. This technique involved more than one observer recording 
observations and then comparing the extent to which they agreed or corresponded. 
3.10 Ethical considerations 
The broad ethical considerations (Annexure C-Q) for quality research were followed to 
ensure that the research would add value to practitioners, higher education institutional 
community, would contribute to the existing body of knowledge, which is relatively under-
researched in South Africa, and would adhere to high standards of ethical conduct at all 
times. 
The following specific ethical guidelines were followed by the researcher: 
 A research proposal for this study was submitted to the Faculty of Health Sciences at 
the University of Johannesburg.  
 Ethical clearance was granted by the Higher Degrees and Research Ethics 
Committees of the University of Johannesburg ethical number: REC241112-035 (see 
Annexure T). 
 Permission to conduct the study was granted by the Gauteng Department of Basic 
Education (see Annexure P). 
 All participants in the study participated voluntarily and could withdraw from the study 




 All participants had the right to equality, justice, human dignity/life and protection 
against harm.  
 The study fully disclosed the research aims, processes and its possible 
consequences.  
 Objectivity was achieved and integrity maintained by acknowledging the 
methodological constraints and determining the validity of findings.  
 Written consent for interviews, questionnaires, focus groups, audio recordings (the 
recorder was in clear view of the interviewee and all audio was destroyed after 
transcription) was requested.  
 Confidentiality could not be ensured during focus group interviews; however, the 
researcher ensured the data collected were always kept private, anonymous and 
confidential.  
 Child assent forms (Annexure K) for all participating learners were requested.  
 A full and accurate report on the findings was given.  
 No data were falsified or changed.  
 All participants had the right to freedom of choice, expression and access to 
information.  
 The researcher upheld the right to privacy, anonymity and confidentiality of research 
participants.  
 The identification of research participants was always protected.  
 Ethical publishing practice was followed during permission was granted from the 
Department of Basic Education, the University of Johannesburg and society. 
3.11  Chapter summary 
This chapter discussed the methodological approaches used in the study. The key 
aspects covered included the research design and methodology, which covered issues 
related to data analysis. Further, population and sampling, study area, inclusion and 
exclusion criteria, data collection, pilot study, instrument validity and reliability and ethical 
considerations were covered. The following chapter presents the findings of the research 









RESULTS AND DISCUSSION 
4.1  Introduction  
The purpose of this study was to investigate the state and status of Physical Education in 
the Intermediate Phase of selected public schools in Gauteng, South Africa. This chapter 
discusses the study’s findings. The quantitative results were obtained from learners’ 
questionnaire responses. These results are displayed in frequencies, using tables, 
percentages and means. Qualitative findings were produced from the data collected from 
organised focus group discussions with learners, semi-structured interviews with 
educators as well as principals, and observations of PE facilities, equipment, and lessons.  
There are two main sections (A & B) in this chapter. Section A deliberates the quantitative 
research discoveries of PE. In Section B, the qualitative findings are given.  
SECTION A 
4.2  Quantitative results 
This section is divided into two sub sections (Ai and Aii) that offer the quantitative findings. 
Section Ai illustrates the learners’ demographic distribution across the eight participating 
schools (the schools are coded as School A to H for purposes of anonymity), by age, 
gender, and their feelings towards their participation in PE. Section Aii focuses on the 
experiences and views of the learners towards PE. These finding are in line with the aim 
of the study to determine the specific views of learners regarding the following objectives: 
 Learners’ views regarding PE programmes.  
 The importance of PE. 
 Challenges faced during PE. 
 Aspects to improve on, such as:  
o Facilities and equipment. 
o The time used for PE in the curriculum. 
o The number of learners per PE class. 




The main source of quantitative data was the learners’ questionnaire (see Annexure A). 
Fifty questionnaires were distributed to each of the eight participating schools. This 
resulted in 400 questionnaires. Ten questionnaires were unusable and 16 were not 
returned. Therefore, 374 questionnaires were used, which translates into a response of 
93.5%. It should be noted that no learner who participated in the study indicated that they 
had any form of disability. 
SECTION AI 
4.2.1  Individualities of the participants 
The individualities of the participants are presented in terms of i) gender, ii) age and iii) 
learners’ outlook towards involvement in PE. 
i) Gender 
Table 4.1 shows the demographic distribution of learners by schools and gender. Based 
on the quantitative questionnaires, female learners constituted a higher percentage than 
their male counterparts in schools A (54.2%), B (60.0%), C (56.0%), E (62.5%), G (53.5%) 
and H (58.7%). Male learners constituted higher percentages than female learners in 
schools D (57.5%) and F (58.0%). Overall, female learners (n = 200) were numerically 
more than male learners (n = 174). This translated to 53.5% of female learners and 46.5% 
of male learners. 
Table 4.1 Distribution of learners in schools by gender (percentages in brackets) 
 Gender and number of participants in each school Total N 











































Table 4.2 depicts the demographic distribution of learners in schools by age. The data 
show that the largest number of learners were in the 12-year- old age group (n = 211). 
They constituted 56.5% of the sampled learners. The second largest cohort was the 
11-year age group (n = 163), which constituted 43.5% of the participants.  
Table 4.2 Distribution of participants in schools by age (percentages in brackets) 
Statement Schools and number of participants in each age group Total 
N 





































Total 48 50 50 47 40 50 43 46 374 
 
iii) Learners outlook towards involvement in physical activities during PE 
 
Table 4.3 portrays learners’ feeling towards participating in Physical Activities (PA). The 
data illustrate, in all the schools, that most learners on average liked taking part in PA 
(95.2%), compared to 4.8% who answered ‘No’.  
Table 4.3 Learners’ liking of PA (percentages in brackets) 
 Response scores per school Total N 

























 Response scores per school Total N 




























 48 50 50 47 40 50 43 46 374 
100 100 100 100 100 100 100 100 100 
 
SECTION AII 
4.3  Learners’ views and experiences of PE 
4.3.1  Learners involvement in sport 
Table 4.4 shows the number of learners who took part in sport activities inside and outside 
the school setting. The data show on average 60.2% of learners taking part in sport 
compared to 39.8% who do not. It should be noted that the learners in the higher Quantile 
4-5 schools take part in school sport more than in the lower Quantile levels 1-3. In the 
Quantile level 4-5 schools, 90.0% of the learners in School B and 96.0% of the learners 
in School C took part in sport. This is extremely high compared to the Quantile 1 schools, 
namely School E (30.0%) and School H (30.7%). Overall, 44.4% of learners take part in 
sport outside the school compared to 55.6% who do not. There is a clear comparison 
between School B and C, which have the highest amount of 76.0% and 78.0%, 




Table 4.4 Learners who took part in sport inside and outside school setting 
(percentage in brackets) 
 Response scores per school Total 
N 























































































 48 50 50 47 40 50 43 46 374 
(100) (100) (100) (100) (100) (100) (100) (100) (100) 
 
4.3.2  Number of sport codes learners took part in 
Table 4.5 shows the number of sport codes the learners took part in across the 
participating number of schools. The data show that most of the learners take part in two 
sport codes (37.4%). A total of 13.1% of the respondents take part in one sport code. 
Three sport codes only consist of 6.7% of the respondents and finally there were only 
3.0% of learners taking part in four or more different sport codes. It should be noted that 
the 39.8% of learners that do not take part in any sport mostly come from School E 
(70.0%) and School G (69.7%). These schools fall under Quantile 1. The Quantile 2 and 
3 schools are not far behind, as 66.0% of the learners in School D and 63.0% in School 




Table 4.5 Number of sport codes across the school taken part in (percentage in 
brackets) 
 Response scores per school Total 
N 
Statement A B C D E F G H 8 
If you take 
part in sport, 











































































































 48 50 50 47 40 50 43 46 374 
(100) (100) (100) (100) (100) (100) (100) (100) (100) 
 
4.3.3  Learners’ views on PE programmes and activities 
Table 4.6 explains learners’ views regarding PE programmes and activities. The table 
portrays responses to seven items or statement statements, which include: You were 
taught about PE in theory without any practical activities. Other more academic school 
subjects often take the place of PE. You had structured PE lessons outside. You played 
informally outside the class. You played sport. You tried out for sport teams and you 
received homework. 
Responses to the statement: ‘You were taught about PE in theory without any practical 
activities’ showed 25.9% of learners who received PE lessons in theory without practical 




number of learners who said they received PE practical lessons were School B (92.0%) 
and C (96.0%). It should be noted that these schools fall under Quantile 4-5. The highest 
number of respondents who said yes to the statement was School H (43.5%). This school 
falls under Quantile 2. 
Responses to the statement: ‘Other subjects (e.g English and Mathematics) take the 
place of PE’. A total of 23.8% of the learners agreed with the statement and 76.2% 
answered ‘No’. Quintile 4-5 schools, School B and C, had 0.0% of learners saying ‘Yes’ 
and Quantile 1 School E was the school with the highest number of learners saying ‘Yes’ 
to the statement with 62.5%. 
Responses to the statement: ‘You had structured PE lessons outside’. A total of 76.2% 
of the schools agreed to the statement and 23.8% did not. School E stood out with 67.5% 
of the learners answering ‘No’. 
Responses to the statement: ‘You played informally outside the class’. A total of 66.3% 
of the learners said ‘Yes’ and 33.7% responded with ‘No’. School E (95.7) had the highest 
number of learners responding with ‘Yes’ and School A followed with 93.8%. A total of 
76.0% of the learners in School B responded with ‘No’. 
Responses to the statement: ‘You played sport’. A total of 66.3% of the learners said they 
did, while 33.7% did not. The Quantile 1-2 schools (E and G) had the least number of 
learners who answered ‘Yes’ to the statement with 30.0% and 41.9%, respectively. In 
contrast, the Quantile 4-5 schools, B and C, had 90.0% and 92.3% of learners responding 
with ‘Yes’, respectively. 
Responses to the statement: ‘You tried out for sport teams’. The highest percentage of 
learners did try out for sport with 79.9%. Only 52.2% of the learners tried out for sport in 
School E, while 94% of learners tried out for sport in School F. 
Responses to the statement: ‘You received homework’, revealed that a high percentage 
of learners did in fact receive homework. School B and C reported 100.0% response of 




of learners responding with ‘Yes’. The average percentage of learners receiving 
homework was 77.3%, compared to the 22.7% who did not. 
Table 4.6 Learners’ views on PE programmes and activities 
 Response scores per school Total 
N 
































































































































































































 Response scores per school Total 
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Total N 48 50 50 47 40 50 43 46 374 
Total% (100) (100) (100) (100) (100) (100) (100) (100) (100) 
 
Based on replies from the seven statements on PE programmes and activities, it shows 
that a meaningfully high number of learners from all the schools had a positive view of 
PE programmes and activities. The lower quintile schools, however, showed that they 
were not on the same level as the higher quintile schools. Therefore, this makes for a 
favourable view, and it argue for a higher status implementation of PE in IP schools in the 
Alberton area, especially for the lower-level quintile schools. 
4.3.4  The learners’ perspective on the importance of PE 
Table 4.7 explains learners’ perspective on the importance of PE. The table portrays 
responses to thirteen statement statements, which include: Improvement of my fitness 
levels; Promotion of a healthy life style; Weight control; Improvement of sporting skills; 




Discovering what my talents/strengths are; Having a break from academic work; A feeling 
of freedom; Planning tactics and making decisions in games; Learning the rules of games; 
Developing an interest to participate in sports. 
Responses to the statement: ‘Improvement of my fitness levels’. The learners showed a 
high response of 79.4% stating that they believed PE improved their fitness levels, while 
20.6% felt it did not. School E only had 57.8% of the learners agreeing with this. 
Responses to the statement: ‘Promotion of a healthy lifestyle.’ The data displayed a very 
high response of 87.2%, saying PE promotes a healthy lifestyle and only 12.8% stated 
that they believed it did not. All the schools were in a close range of the average, except 
School E (77.5%) and H (69.1%). 
Responses to the statement: ‘Weight control’. The respondents gave a 79.4% feedback 
saying they believed PE helped with weight control and 20.6% felt it did not. It should be 
noted that the high Quantile School B only had 66% of learners stating that they agreed 
with the statement. School B had the lowest percentage again with only 50% of learners 
saying they agreed with the statement. 
Responses to the statement: ‘Improvement of sporting skills’. Even though it was clear 
that in School B (92%), C (98%) and F (88%) the numbers stating PE improved sporting 
skills were very high compared to School E with only 37.5%, it should be noted that School 
E also said they had a low status of sports being played at the school. The average 
percentage of improvement on sporting skills was still high overall with 78.9% compared 
to 21.1% who did not agree. 
Responses to the statement: ‘Participation with friends’. Overall, the learners really 
enjoyed participating with friends. The average percentage displayed a value of 86.4% of 
the learners, compared to only 13.6% who said they did not participate with friends. It was 
clear across all the schools that they participated with friends. School E stood out again 





Responses to the statement: ‘Getting to know the teacher better’. On average, 74.9% of 
learners agreed with the statement, while 25.1% did not. All the schools were close to the 
average percentage. However, School G had a low percentage of only 46.5% of the 
learners saying they wanted to get to know the teacher. It should be noted that the 74.9% 
average is one of the lowest statement average percentages in the given theme. 
Responses to the statement: ‘Feeling better about myself’. It was clear that the 
respondents all displayed a high percentage value for the statement 89.6%, in contrast 
with only 10.4% saying they did not feel better about themselves after a PE lesson. All 
schools had a high percentage value close to the average percentage for the given topic. 
Responses to the statement: ‘Discovering what my talents/strengths are’. On average, 
81% of learners agreed that they discovered their talents or strengths during PE. A total 
of 19% believed they did not. School E (57.5%) had the lowest percentage agreeing with 
the statement, the other schools were all close to the average percentages. 
Responses to the statement: ‘Having a break from academic work’. Even though PE 
should be seen as an academic subject, 86.9% of the learners felt it was a break away 
from academic work. A total of 13.1% of the learners felt it was not a break away. Even 
though the percentage is still high, it should be noted that the Quantile level 4-5 School 
C had the lowest percentage of learners agreeing with the statement at 74%. 
Responses to the statement: ‘A feeling of freedom’. The learners showed a high response 
of 84.8%, saying PE gave them a sense of freedom compared to the 15.2% of learners 
who disagreed. All schools were close to the average percentage. School G had 65.1% 
of learners saying they had a feeling of freedom. This, however, was the lowest 
percentage from all the sample schools. 
Responses to the statement: ‘Planning tactics and making decisions in games’. This 
statement was seen as one of the lowest responses from the learners in the entire theme. 
Only 60.4% of the learners felt they learned tactic planning and decision making in games. 
A total of 39.4% felt they did not achieve this statement at all. School A (75%), B (70%), 




G (41.9%) and H (50%) were far below average. School E stood out with only 25% of 
learners agreeing with this statement. 
Responses to the statement: ‘Learning the rules of games’. The learners had a high 
percentage of 80.5%, saying they learnt the rules of the games, while 19.5% disagreed. 
School E and F were far below the average percentage. It should be noted that School E 
(52.5%) and F (46.5%) fall under Quantile level 1 schools. 
Responses to the statement: ‘Developing an interest to participate in sports’. A total of 
81% of respondent felt that PE helped them to develop an interest in sport, while only 
19% felt it did not. School G (62.8%) and H (65.2%) had the lowest percentages 
compared to all the other schools, which were close to the average percentage. 
Table 4.7 The learners’ perspective on the importance of PE 
 Response scores per school Total 
N 
Statement A B C D E F G H 8 
Improvement of 
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The above data translated into an average importance rating percentage of 80.8%. This 
percentage is significant in the understanding of how important PE really is.  
4.3.5  Challenges faced during PE  
4.3.5.1  The learners’ perspective on what they like regarding PE 
Figure 4.1 shows the learners’ perspective on what they liked in PE. Learners had to 
indicate to what extent certain experiences were relevant in terms of what they did ‘like’ 
according to a four-point Likert scale (‘like very much’, ‘like it’, ‘do not like it’). The data 
also included whether the learners did not have the given statement at their school in the 
form of ‘I don’t have this’. 
Only responses representing ≥20% of cases are discussed relating to the most prevalent 
types of experiences, which elicited various degrees of positive or negative associations.  
Most of the learners in the schools highly indicated ‘like very much’. I can take part with 
my friends (91.7%), team activities (87.7%), interesting fun activities (78.3%), individual 
activities (75.6%), learn new sport skills (68.7%), regular practical activities (61.2%) 
activities learnt in what they are good at (35.0%) and teachers’ knowledge of PE (21.4%). 





































































































48 50 50 47 40 50 43 46 374 




of 21.4%. Furthermore, only 35% of learners felt they learnt about ‘what they are good 
at’. 
The learners’ response to ‘like it’ also displayed valued statements. A total of 20.5% of 
the learners liked ‘individual activities’, ‘competing against each other’ (60.7%), 
‘developing my talent in sport’; the learners responded with 49.5%. The ‘teachers’ 
knowledge of PE’ was given at 62.3%, and ‘I learn what activities I’m good at’ was liked 
by 49.7% 
There were low responses to ‘do not like it’. The only significant statement showed that 
the learners indicated a 22.2% value towards competing against each other. 
The learners’ response to ‘I do not have this’ was significantly high in two aspects. 







Figure 4.1 What learners ‘like’ about PE to illustrate challenges during PE 
 
The data show that the appreciation of most activities was very high. However, challenges 
faced during PE were clearly seen in aspects such as ‘regular practical activities’, 

























































Do not have this 2.4% 2.4% 16.3% 3.7% 29.7% 7.2% 38.2% 11.8% 2.4% 12.8%
Like it 5.8% 20.5% 14.9% 14.5% 6.2% 60.7% 49.5% 62.3% 5.8% 49.7%
Do not like it 4.0% 0.5% 0.0% 3.5% 2.7% 22.2% 11.5% 4.5% 0.3% 2.4%
Like it very much 87.7% 75.6% 68.7% 78.3% 61.2% 9.6% 0.8% 21.4% 91.7% 35.0%
Like about PE




PE and the PA that goes with it should improve these aspects and therefore a liking 
towards these should be displayed. It should be noted that if the students said they did 
not like this or that they did not have these activities, there is a problem in the deliverance 
of PE. The teachers’ knowledge should be highly appreciated, but it was only liked at 
62.3%. This again is an indication that the pedagogical content knowledge of the teachers 
might not be at an optimal level for QPE and it deliverance.  
4.3.5.2  Learners’ perspective on what they dislike regarding PE 
Figure 4.2 illustrates the learners ‘dislikes’ regarding PE to illustrate the challenges faced. 
Learners had to indicate to what extent certain experiences were relevant in terms of 
‘agree’ or ‘do not agree’ to the given statements. The theme was divided in the following 
fourteen statements: ‘too much theory’; ‘they do not like the activities’; ‘they are not good 
at physical activities’; ‘the activities are too competitive’; ‘there is not enough variety in the 
activities’; ‘the assessment is not fair’; ‘other participants/players do not like them’; ‘the 
teacher does not like them’; ‘the facilities are not in good condition’; ‘the class is too big 
(too many children)’; ‘they cannot afford sport clothes’; ‘there is not enough equipment 
(e.g. balls)’; ‘they are scared of injury’; and ‘the teacher is not ‘good’ (knowledgeable)’.  
Only responses representing ≥20% of cases are discussed relating to the most prevalent 
types of experiences that elicited various degrees of positive or negative associations.  
The learners’ response to ‘too much theory’ was almost split in half with 48.1% agreeing 
and 51.9% disagreeing. A total of 21.4% of the learners agreed to the statement ‘they do 
not like the activities’, while a significant number of 78.6% stated that they did not agree. 
The values for ‘they are not good at physical activities’ showed 55.6% agreeing and 
44.4% disagreeing. A very high percentage of 80.5% of the learners agreed that ‘the 
activities are too competitive’. Another significant value in the statement, ‘there is not 
enough variety in the activities’ of 82.4% was agreed upon. A total of 53.2% agreed that 
‘the assessment is not fair’, while, in contrast, 46.8% did not agree. The learners did not 
agree to ‘other participants/players do not like them’, with 76.5% compared to 23.5% who 
agreed. A total of 29.9% of learners said ‘the teacher do not like them’, while 70.1% did 
not agree. The very high number of 89.6% of learners agreed that the facilities were not 




learners. The statement ‘they cannot afford sport clothes’ was highly agreed upon by 
86.1% of the learners. Significantly, 88.2% of the respondents agreed that ‘there is not 
enough equipment (e.g. balls)’. Only 31,6% of the learners ‘did not agree’ that ‘they are 
scared of injury’, compared to 68.4% of the learners stating that they ‘agree’. A total of 
47.1% of the learners agreed that ‘the teacher is not ‘good’ (knowledgeable)’ and 52.9% 
‘do not agree’.  
 




















































































































Agree 48.1 21.4 55.6 80.5 82.4 53.2 23.5 29.9 89.6 83.2 86.1 88.2 68.4 47.1
Do not Agree 51.9 78.6 44.4 19.5 17.6 46.8 76.5 70.1 10.4 16.8 13.9 11.8 31.6 52.9
Reasons for disliking PE




The percentages displaying the challenges the learners experience during PE are 
significantly high. Even though most of the percentages were significant, the following six 
statements stood out far above the rest: ‘the activities are too competitive’, ‘there is not 
enough variety in the activities’, ‘the facilities are not in good condition’, ‘the class is too 
big (too many children)’, ‘they cannot afford sport clothes’, and ‘there is not enough 
equipment (e.g. balls)’.  
4.4  Aspects to improve on in PE 
Figure 4.2 illustrates aspects to improve on in PE. Learners had to indicate whether they 
agreed with ‘Yes’ or felt that it did not need improvement with ‘No’. Only responses 
representing ≥20% of cases are discussed relating to the most prevalent types of 
improvements that elicited various degrees of positive or negative associations. The 
theme was routed in the following thirteen statements: ‘The teaching should be better/ 
more knowledgeable’; ‘there should be more facilities’; ‘the facilities should be upgraded 
(improved)’; ‘there should be more equipment’; ‘the equipment should be of a better 
quality’; ‘there should be a variety of activities’; ‘there should be more practical lessons’; 
‘the class should be better organised’; ‘the activities should be (more) fun’; ‘an 
improvement of individual’s skills should be measurable (better assessed)’; ‘the 
assessment should be more fairly done’; ‘time allocation for PE lessons should be longer’; 
and ‘more lessons should take place outside the classroom’. 
The responses of the learners regarding ‘the teaching should be better/more 
knowledgeable’ found that 62.6% said ‘Yes’ and 37.4% responded with ‘No’. The 
following statements all received a very high value with learners responding ‘Yes’ to ‘there 
should be more facilities’ (80.2%), ‘the facilities should be upgraded (improved)’ (85.5%), 
‘there should be more equipment’ (89%), and ‘the equipment should be of a better quality’ 
(90.4%). A total of 76.5% said there should be a bigger variety of activities, while only 
23.5% of learners felt the variety was sufficient. A total of 80.5% of the learners agreed 
that they wanted more practical lessons. Further, 68.4% of the respondents felt the class 
should be more organised, while 31.6% of the learners responded with a ‘No’. With regard 
to the statement the ‘activities should be (more) fun’, the learners responded with ‘Yes’ 




be measurable (better assessed)’, while only 26.2% responded with a ‘No’. A total of 
72.7% of the learners felt ‘the assessment should be more fairly done’, compared to 
27.3% of the learners saying they were happy with the assessment. A very high 
significance of 83.2% of learners felt the time given for PE was not sufficient. Finally, 
90.4% of learners agreed they would want more lessons to take place outside the 
classroom.  
 






















































































































YES 62.6 80.2 85.8 89.0 90.4 76.5 80.5 68.4 77.0 73.8 72.7 83.2 90.6
NO 37.4 19.8 14.2 11.0 9.6 23.5 19.5 31.6 23.0 26.2 27.3 16.8 9.4





The percentage of learners displayed a very high significance number towards the 
improvement of PE. Teacher knowledge, facilities and equipment, time spent on PE, 
assessment as well as the number of learners per class stood out as important aspects 
that require immediate attention for improvement. 
SECTION B 
Section B offers the qualitative research findings of the study, which were examined by 
the focus group discussions with the learners and LS/PE teachers, semi-structured 
interviews with the principals and the observations done by the researcher. 
4.5  Qualitative research findings from focus groups, semi-structured 
interviews  and observations 
The main findings during the qualitative data are discussed in two sections. It should be 
noted that the schools are keyed in alphabetical order, for the purposes of anonymity, 
from school A-H. The firsts part of the qualitative data focused on the quintile levels of the 
schools as well as the characteristics of the participants and the observations done. 
These include the data gathered from the focus groups done with the learners, the focus 
groups done with the teachers, the semi-structured interviews done with the principals/ 
representative and finally the observations done of the class lectures, facilities, and 
equipment. In the case where there was no principal present, a representative was used 
in the research. The second part focuses on the responses, experiences and the 
perspectives of the participants on the state and status of PE in schools. 
4.5.1  Quintile levels of the schools and characteristics of the participants  
a) Identification of the participants 





Table 4.8 Schools and participants keys 












A LFG 1 TFG 1 T1 PSI 1 
   T2  
   T3  
B LFG 2 TFG 2  T4 PSI 2 
   T5  
   T6  
   T7  
C LFG 3 TFG 3 T8 PSI 3 
   T9  
D LFG4 TFG 4 T10 PSI 4 
E LFG 5 TFG 5 T11 PSI 5 
F LFG 6 TFG 6 T12 PSI 6 
   T13  
   T14  
   T15  
G LFG 7 TFG 7 T16 PSI 7 
   T17  
   T18  
H LFG 8 TFG 8 T19 PSI 8 
   T20  
Source: Adapted from Adewumi (2012; p. 70)  
b) Schools 
The geographic area of the eight (n = 8) schools were chosen from four segments, North, 
East, South and West of the Alberton area. In South Africa, public schools are ranked 
according to their socio-economic status from Quintile level 1-5. Quintile level 1-3 are 
seen as relatively poor and poorly resourced schools with very little to no funds, while 
Quintile level 4 and 5 are relatively wealthy schools and usually well-resourced (Burnett, 
2018). These schools were chosen from all quintile levels. Table 4.9 illustrates the 





Table 4.9 Geographic distribution of schools and quintile level 
 
c) Learners focus group 
During the focus group discussions, six (n = 6) learners, consisting of 3 females and 3 
males per school, took part. This interpreted to a total of 48 (n = 48) participants (24 
females and 24 males), from the eight schools (n = 8), which participated in the study.  
Table 4.10 The distribution of learners who participated in focus group discussions 
across the schools 
 
The ages of the learners in the focus groups ranged between 11 and 12 years. The official 
date of birth was not asked and therefore no months of age were given. Table 4.11 
displays the distribution of the learners by age. The 12-year age group consisted of the 
majority of participants (n = 39) followed by the 11-year-olds (n = 9). 
 
 Area of school and quintile level  



















3 4-5 4-5 2 1 3 1 2 
 Gender and number of participants in each school Total N 
Gender A B C D E F G H 8 
Female 3 3 3 3 3 3 3 3 24 
Male 3 3 3 3 3 3 3 3 24 




Table 4.11 Distribution of the learners by age (percentage in brackets) 
 Schools and number of participants in each age group Total N 





































Total 6 6 6 6 6 6 6 6 48 
 
d) Teachers focus group 
All PE/LS teachers in the eight identified schools (A-H) participated in focus group 
discussions. This translated to twenty (n = 20) participants. For the purpose of anonymity, 
the individual teachers per focus group are key coded T1-T20 and the eight focus groups 
are key coded FGT1- FGT8, according to the schools they were representing. The 
majority of the participants (n = 16) were female, while there were only four male 
participants. The ages of the participants ranged from the youngest being 20 years old 
and the oldest 56 years old. With regard to tertiary education, the majority of participants 
held Bachelor in Education (n = 11). Six participants held a Postgraduate Certificate in 
Education. There were two participants (n = 2) not qualified, but were busy studying 
towards a Bachelor in Education. The remaining participant (n = 1) had no formal 
qualification. Regarding their experience in teaching, the teacher with the least 
experience had one year of teaching and the longest was 31 years. Table 4.12 displays 

























T1 TFG1 3 A Female 26 Bachelor of 
Education 
5 years 
T2    Female 32 Bachelor of 
Education 
11 years 
T3    Male 30 Post-grad. certificate 
in Education 
6 years 
T4 TFG2 4 B Female 41 Bachelor of 
Education 
20 years 
T5    Female 28 Postgrad. Certificate 
in Education 
4 years 
T6    Male 56 Bachelor of 
Education 
31 years 
T7    Female 38 Bachelor of 
Education 
15 years 
T8 TFG3 2 C Female 33 Bachelor of 
Education 
10 years 
T9    Female 36 Postgrad. Certificate 
in Education 
9 years 
T10 TFG4 1 D Female 21 Busy studying 
towards Bachelor in 
Education 
1 year 
T11 TFG5 1 E Female 20 No formal 
qualification 
1 year 
T12 TFG6 4 F Male 40 Postgrad. Certificate 
in Education 
17 years 

























T14    Female 36 Bachelor of 
Education 
13 years 
T15    Female 51 Bachelor of 
Education 
22 years 
T16 TFG7 3 G Female 21 Busy studying 
towards Bachelor in 
Education 
2 years 
T17    Male 32 Postgrad. Certificate 
in Education 
9 years 
T18    Female 40 Bachelor of 
Education 
18 years 
T19 TFG8 2 H Female 44 Bachelor of 
Education 
20 years 





The principals of each of the participating schools participated in semi-structured 
interviews. For purposes of anonymity, the principals were coded as PSI 1 to PSI 8. This 
translated to eight (n = 8) principals participating in the study. Table 4.13 illustrates that 
the male principals (n = 6) were more than the female principals (n = 2). The age ranged 
from 44 years old, being the youngest principal, to 60 years old, being the oldest principal. 
The shortest time served as a principal was 3 years and the longest time served as a 
principal was 16 years. Table 4.13 shows the characteristics of the principals in the 




Table 4.13 Biographic characteristics of principals 










PSI 1 School A Male 53 4 
PSI 2 School B Male 50 6 
PSI 3 School C Male 60 10 
PSI 4 School D Female 49 4 
PSI 5 School E Male 56 16 
PSI 6 School F Male 55 9 
PSI 7 School G Male 56 9 
PSI 8 School H Female 44 3 
 
4.6  Findings of learners focus group discussion  
This section presents results of learners’ opinions and experiences of PE, based on semi- 
structured focus group discussions (Annexure Bii) with learners (n = 48). The objectives 
discussed include: 
 The importance of PE 
 Activities engaged in by learners during PE 
 Resources – facilities and equipment 
 PE assessment 
 Number of learners in PE classes 
 Benefits of PE 
 Challenges regarding PE 
4.6.1  Learners’ views on the importance of PE 
This theme focuses on the views of the learners concerning their outlooks and what they 
perceive as the benefits of PE. The learners highly accredited the importance of PE with 
regard to the health-related aspects of PE. The learners acknowledged the physical, 
emotional, social, psychomotor, and intellectual benefits of PE. Furthermore, they 




activities, play games, participate in sport, and still learn by doing so. The learners 
discussed how PE could be a stepping-stone towards certain careers in different sport 
codes. All the learners who took part in the discussion illustrated that they believed PE 
should stay in schools and, in some cases, should be accessible more often. This was 
expressed in the following views: 
PE let us play together in groups. (LFG1) 
PE makes our bodies strong and teaches us about the different sports we 
get (LFG1) 
We become fit and fast like Wayde Van Niekerk so we can also become 
rich like him. (LFG3) 
PE makes us healthy so we don’t become heavy. (LFG4) 
We learn to play different types of sport during PE. (LFG5) 
We want more time for PE so that we can exercise more and stay healthy. 
(LFG5) 
When going to the field for PE it makes us feel good. (LFG6) 
 
The findings show that health is the most important focus among the PE learners. The 
learners indicated that they felt more time was needed for PE. Furthermore, the learners 
showed awareness that PE could be a steppingstone to start their professional paths. 
Finally, the learner focus groups showed their response as to how PE improved physical, 
affective, social, psychomotor, and cognitive aspects of their life. 
4.6.2 Activities engaged in by learners during PE 
This theme concentrated on the activities the learners engaged in during PE. The learners 
indicated that they participated in different activities during PE; however, there was a clear 
indication that they felt they wanted to take part in a wider variety of activities. There were 
some schools that took part in indigenous games, such as tug of war. Some school 
learners discussed that they wanted more time on the field. It was clear that there were 
very little PE activities being taught in School H. The activities were mostly sport activities 
and it was clear that some indigenous games, such as tug of war and dances took place. 




We really enjoy PE and we also feel so happy when we go out and play. 
(LFG2) 
I once could not take part in the exercises because it was to warm. (LFG3) 
We want to do PE all the time but we only get to go once a week or 
sometimes even less. (LFG4) 
Once we played pull the rope (tug of war) and this was really fun. (LFG4) 
There must be other sports at our school as well like rugby and tennis. 
(LFG5) 
I wish we had swimming. (LFG5) 
We need more group sports and not only soccer. (LFG5) 
We really like not sitting behind our desk and going out to the field to play. 
(LFG6) 
We sometimes do dances that make us feel really good. (LFG7) 
We always do the same activities during PE. (LFG8) 
Sometimes when we have PE we go to the fields and just sit on our own it 
feels like break. (LFG8) 
 
The above findings found that the PE activities mostly consisted of sport activities. Some 
schools incorporated indigenous games. It is clear to see that the learners participated in 
a variety of activities. However, some learners made it clear that they had very little to no 
PE activities and that PE was used as an off period or seen as a break. The children all 
expressed that they wanted to do more PE activities and that they wanted to take part in 
different types of sport. These findings show mostly positive feedback regarding PE by 
the learners, even though a few challenges stood out, namely: the learners complained 
about it being too warm and they did not wear PE clothes. Some said they felt they did 
not learn anything during the PE lessons as they did not take part in activities. 
4.6.3 PE resources such as facilities and equipment 
The following theme is related to the competence and appropriateness of PE facilities 
and equipment required for PE classes used in schools. It is clear that the learners’ view 
on the state and status of facilities was poor. Schools B and C noted that they had proper 




fall under Quintile level 4-5, being the wealthiest. The learners in School B indicated that 
even though they had the equipment, it was not always used during PE. Schools A, D, E, 
F, G and E said that playgrounds and fields were not looked after and that they had glass, 
tall thick grass, and stones on the fields. This was expressed in the following views: 
We do not have a big enough field to play on. (LFG 4) 
During one PE lesson my friend fell on a stone and had to go home because 
it was bleeding. (LFG 4) 
We are not allowed on the sport ground during PE because they only use it 
for competitions. (LFG 5) 
We have PE lessons inside the hall. (LFG 5) 
We do not have a PE playground so we use a field next to the school. (LFG 
8) 
We have all the equipment to play many games, but we don’t always play 
these games. (LFG 2) 
We do not use the equipment we have during PE. (LFG 3) 
We received new balls to play with but they were stolen. (LFG 7) 
We are to scared to play games like rugby because the fields we play on 
are not safe. (LFG 8) 
 
Findings suggest that the learners believe proper facilities and equipment are needed for 
quality PE to take place. The state of the fields interrupts the learners from taking part in 
PE activities. This hinders them from taking part in the activities they want to. The Quintile 
4-5 schools have the equipment, but they do not use them effectively. 
4.6.4 Number of learners in PE classes 
The following theme describes the learners’ view on the number of learners in the different 
PE classes. The learners’ views varied according to the number of learners. Some 
learners said they liked the size of the class, while others said there were too many 
learners be class and it interfered with their teaching and learning time. This was 
expressed in the following views: 




We bump into each other because of the large number of learners in our 
class and therefore we get injured. (LFG) 
Sometimes the teacher cannot control all of us on the fields because we are 
too many. (LFG 5) 
Because some of the learners make too much noise and distract the class, 
they do not take part in the lessons. (FG 8) 
We are too many in the classroom we sometimes cheat to win the games 
we play, and the teacher doesn’t even see. (FG 1) 
Sometimes we want to play team games, but we are too little to play 
together. (LFG 1) 
We are very little in a class. (FG 2) 
We are enough in a classroom and the teacher always helps us. (LFG 3) 
I think we are fine. (LFG 7) 
Sometimes the teacher divides us into smaller groups so we are fine. (LFG 
2) 
The key findings show a mixed form of learners’ perspectives towards the number of 
learners per class. Small classes, particularly, resulted in learners not taking part in group 
activities and in certain team sports. Large classes, in contrast, were poorly managed and 
maximum participation did not always happen during the lessons. The lack of supervision 
in the bigger classes showed low control levels of the learners. The bigger classes also 
showed shortage of space. 
4.6.5 Learners’ view on the assessment of PE 
The following theme relates to the learners’ views and attitudes towards the different 
assessments done during PE lessons. Positive and negative criticism was displayed. 
Challenges regarding earning marks were also clearly highlighted. This was expressed 




The teacher watches us while doing the activities and if we do better we get 
better grades. (LF 4) 
The teacher gives us better marks if we work together and encourage each 
other. (LFG 3) 
We get homework with a rubric so that we know what to do to get better 
marks. (LFG 3) 
It is not always fair as sometimes we cannot do what the learners who are 
good at sport do and we get a lower mark. (LFG 4) 
Sometimes I feel that I’m not part of the lesson as the athletic learners 
become too competitive. (LFG 6) 
We get marks for dances sometimes but if you cannot dance or if you are 
too shy to dance you get a lower mark. (LFG 8) 
 
It can be interpreted that assessment was mainly done by observation on the learners’ 
performance during the PE lessons outside the classroom. According to the feedback 
from the learners, some assessments were not structured, and the learners were not 
always sure if they did what was expected of them to get good marks. Some felt the 
methods of assessment were fair as rubrics were used, while other experienced an 
inconsistent trend of athletic learners always receiving better grades. Finally, it showed 
that some learners felt the method of assessment made the class too competitive and it 
took away the fun. 
4.6.6  Learners’ view on the benefits of PE 
The following theme describes the feelings and attitudes of the learners towards the 
different benefits of PE. Many benefits were mentioned by the learners, which include the 
school, the fellow learners, and the community; however, health was a clear indicator why 
the learners felt PE was beneficial. This was expressed in the following views: 
PE makes us move around and this makes us fit. (LFG3) 
PE teaches us new soccer and sport skills like to bounce a ball on my head. 
(LFG2) 
PE makes our muscles strong so we do not get hurt easily while doing sport. 
(LFG1) 




PE makes us healthy so that we do not get sick easily. (LFG8) 
We get to work in groups and this teaches us how to play together. (LFG8) 
PE is good to have in school as it will make our sport better and this will 
make more kids want to come to our school. (LFG2) 
I was taught in PE that movement is good to lose weight and now I can 
teach my mom to lose weight. (LFG4) 
 
The learners display knowledge of the importance of movement and how movement 
allows them to learn. The findings show that the benefits are not only physical, but also 
viewed holistically by the learners as they mention physical benefits, such as movement, 
affective, such as relaxation, psychomotor, such as learning new skills, social, while 
working in groups, and finally cognitive, as understanding how to lose weight. 
4.6.7 Other challenges faced by the learners during PE 
The following theme describes other challenges the learners feel they are facing during 
PE lessons. These challenges include bullying, not enough time given, not enough 
equipment, fairness of games and the conditions outside the classroom, such as the 
weather. This was expressed in the following views: 
Sometimes I don’t get the opportunity to play with the ball. (LFG4) 
I was laughed at by the sporty learners during a lesson because I could not 
throw the ball far enough. (LFG 6) 
We cannot always do the activities especially in winter when it is it is too 
cold outside. (LFG 6) 
The learners don’t play fairly and this makes it seem like some of us always 
lose. (LFG7) 
The teacher does not always finish a lesson because we do not have 
enough time. (LFG5) 
The key findings show a clear form of challenges, such as bullying, because not all 
learners are on the same athletic level. The weather might be too warm or too cold to do 
the activities. This shows the importance of PE clothes. The lessons are not long enough 




The next section presents findings based on teachers’ responses in semi-structured 
interviews.  
4.7  Teachers’ semi-structured interview findings 
This section presents findings on teachers’ views and experiences on PE based on semi-
structured interviews. The main themes discussed are: 
 Teachers’ views on their understanding of quality PE.  
 Teachers’ views on the content and activities of PE programmes. 
 Teachers’ views on the implementation of the CAPS document for PE lessons. 
 Teachers’ views on resources, such as facilities, equipment, time allocation, 
assessment, and number of learners per class. 
4.7.1  Teachers’ views on their understanding of quality PE  
This theme focused on teachers’ views on quality PE. Teachers gave various forms of 
their understanding of what was required for quality PE and how PE should be of a high 
quality. The importance of PE was seemingly not recognised by the teachers. It is clear 
that a basic understanding of what is required for PE was displayed, but not always 
implemented. This was expressed in the following views: 
It is my understanding that quality PE has to do with sufficient movement 
for the learners to ensure they learn how to live an active healthy life. (TFG4) 
Quality PE for me has to do with educating the learners to be able to 
understand the different sports codes, develop the basic skills required for 
the movement and include other aspects of development such as knowing 
the rules of sport codes. (TFG3) 
For me quality PE is incorporating all aspects of PE to fully develop the 
learners’ emotional and physical by means of movement and taking part in 
physical activities such as sport. (TFG2) 
 
The data show that the teachers understand what quality PE entails. It is unclear whether 
they incorporate quality PE. The importance of quality PE is not clearly stated even though 




4.7.2  Teachers’ views on the content and activities of PE programmes 
This theme focused on teachers’ views on content and activities that were provided during 
PE lessons. Teachers gave various accounts of activities that they provide for learners 
during PE. PE comprised exercises, such as jogging, playing games, dancing, and taking 
part in basic sport codes, such as cricket, soccer, and forms of netball. This was 
expressed in the following views: 
We do a lot of running activities. (TFG8) 
Depending on the time of year and the sport that is played at school we 
incorporate that sport. For example, if its hockey season we try and teach 
the learners the basics of hockey. If its soccer season we try and teach them 
the basics of soccer. (TFG5) 
We do what the CAPS documents asks from us. (TFG4) 
We do a lot of group work and the learners enjoy skipping. (TFG3) 
We do physical exercises and sport specific skill developments with the 
learners. For relaxation we participate in local dances. (TFG3) 
We mostly focus on athletics but we do all sorts of activities that develop 
the fundamental skills of the learners and their knowledge on safety. (TFG1) 
 
From the preceding, it shows that there were numerous activities that were engaged in 
during PE. It is clear that a bundle of popular games, dance and play activities constituted 
PE programmes. It is also vital to highlight that indigenous games, basic sport and dances 
featured as part of PE programmes.  
4.7.3 Teachers’ views on the implementation of the CAPS document for PE 
 lessons 
The views on the use and implementation of the CAPS document by the teachers are 
discussed below. This was expressed in the following views: 
We do not use the CAPS document for PE we rather focus on different 
sports at school. (TFG6) 
It is our school’s policy to follow the document as a guideline to teach the 




We do not have enough time to follow the time allocated in the CAPS 
document for PE but we do know about it and it is used for LS but not always 
for the implementation of PE. (TFG7) 
The CAPS document is seen as a guideline and we do not always follow it 
to the tee. (TFG5) 
From the data gathered, it can be seen that the CAPS document is known but not always 
implemented for PE. Teachers mostly follow the document for LS, but not for PE and the 
underlying activities. Some schools do, however, follow the CAPS. 
4.7.4 Teachers’ views on resources such as facilities, equipment, time allocation, 
 assessment and number of learners per class 
The themes below highlight the teachers’ perceptions on the state of PE with regard to 
resources, time allocation towards PE, assessment, and number of learners per class in 
the schools. The interviewed teachers bewailed the insufficiency and poor state of 
resources, such as facilities and equipment. The teachers mentioned that time allocation 
was sufficient, and others pointed out that during some weeks no time was located for PE 
classes to take place.  
Teachers gave different versions of the number of learners per PE class. Some indicated 
that learners were too few to adequately take part in group activities and group games. 
Others stressed that class sizes were reasonable, while others complained about classes 
being too big to manage and control, especially outside the classroom on open fields.  
Teachers gave numerous methods of assessing their learners. School B, from Quintile 
4-5, was obligated to set out rubrics for assessment, while it was mostly shown that the 
learners were assessed by observation and performance. 
Teachers’ views on the resources, such as facilities and equipment, were expressed as 
follows: 
We had equipment but it was stolen. (TFG5) 
The equipment we have is very old and mostly broken. (TFG8) 
The principal does not allow the learners on the playground unless we have 




Our equipment was never updated and we are using what is left for the past 
5 years. (TFG7) 
We have sufficient equipment and properly looked after fields. (TFG3) 
 
The responses by teachers refer to the terrible conditions that the schools found 
themselves in regarding facilities and equipment. The schools in Quintile 1-3 reported 
conducting their PE lessons on open fields filled with dangerous conditions due to the 
unavailability of proper athletic fields. The lack of facilities in these schools has put a big 
constraint on the delivery of PE classes. 
Teachers’ views on time allocation for PE were expressed as follows: 
We have adequate time set out according to the CAPS documents for PE 
each week. (TFG3) 
We do not have enough time for PE lessons as we have to do theory in 
some lessons. (TFG1) 
We are only allowed to take part in PE and PA lesson every second week. 
(TFG4) 
During the examination the PE lessons are used for studying and therefore 
the time of PE lessons are used for other subjects. (TFG6) 
We only have 25 minutes per PE lesson per week. This is not enough time 
to have an entire lesson and make sure the learners gain the correct 
knowledge or skills development. (TFG5) 
 
The corresponding responses show that some teachers regarded PE time as being 
inadequate to engage in the required PE activities. However, teachers also expressed 
that their given schools, being School B and C, allowed for adequate time for PE to take 
place. It should be noted that these schools fall under Quintile level 4 and 5. 
Teachers’ views on assessments were expressed as follows: 
We use rubrics for assessment. (TFG2) 
The CAPS document is used to decide how to assess the learners. (TFG3) 
I observe my learners and give them a mark according to their performance. 




learners but rather specific to the individual learners and their ability to take 
part. (TFG4) 
We do a lot of group work and the learners assess one another on their 
contribution to the group work. (TFG2) 
We have skill test at the end of each term to see if they improved on the 
skills taught. (TFG3) 
Sometimes we write test on paper in class for example on the rules of 
certain games and or sport to see if they listened in class. (TFG6) 
 
It is seen that no uniform method of assessment was used by all the teachers. The most 
common was done through observation and looking at performance. Self-made rubrics 
were used in some instances. Some indicated that they used the CAPS rubric. There 
were no clear explanations on how formative or summative assessment was done in PE. 
Teachers’ views on the number of learners per class were expressed in the following 
views: 
We have a policy at school not to over fill our classes. Our number of 
learners are good to keep control. We have enough space for all of them. 
(TFG3) 
We have different number classes and we have enough space for all of 
them the number of the learners per class is perfect to have quality lessons. 
(TFG2) 
We have around 35-40 learners per class and I manage them well. (TFG1) 
Some of my classes are very small and playing group sport with them is 
very difficult. (TFG5) 
I manage large classes but space seems to be a problem for classes with 
more than 40 learners. (TFG7) 
It’s difficult to manage large classes at our school when we go to the field, 
we always lose control and I feel the support needed cannot fully be given 
to the learners. (TFG8) 
 
The data demonstrate mixed responses from the teachers regarding class sizes. 
Teachers were capable of controlling the learners in classes. The teachers with smaller 




challenging. Teachers who said the classes had too many learners cited the lack of 
control, support, and space to do the activities.  
The next section presents findings based on principals’ semi-structured interviews.  
4.8 Principals’ semi-structured interview findings 
This section presents findings from semi-structured interviews of the principals’ views on 
PE. The main themes that were discussed are: 
 Principals’ insights towards QPE inside the school. 
 Principals’ roles on the implementation of PE. 
 Principals’ contact with resources and stakeholders for implementation of PE. 
 Principals’ views on various challenges facing PE in schools. 
4.8.1 Principals’ insights towards QPE inside the school 
This theme discussed the way in which school principals in the participating schools 
viewed PE and its benefits. Principals from all the schools regarded PE as a very 
important subject in the curriculum. It is, however, clear that PE was not implemented in 
all the schools, but rather used as a method of teaching sport. The importance of PE was 
rooted in the fact that it was good for the health of learners and it prepared them for sports 
and healthy living. This was expressed in the following views:  
We have very good athletes in South Africa and it all starts from a good 
foundation that is usually found in PE. Therefore QPE is extremely 
important for our school and has a high standard to build our sports men 
and women for the future. (PSI 3) 
PE is health. Being physically active is health and therefore QPE should be 
implemented from a young age. (PSI 6) 
We implement PE in our school as the basis of health and sport. The sport 
in our school is of utmost importance together with the health of our 
learners. We believe in QPE as this influences our learners to become good 
sport players that reflect the school and who are healthy or staying healthy 
while doing so (PSI 3) 
 
The high regard with which the principals view PE in all schools revealed an improved 




4.8.2  Principals’ roles in the implementation of PE  
This theme focuses on the accountability of principals guaranteeing that PE is 
implemented in the participating schools. The roles discussed by the principals range 
from time allocation, resources, safety, and motivation for the effective implementation of 
PE programmes. This was expressed in the following views: 
I encourage all the learners, teachers and parents to come and watch our 
sport at school and to self-engage in Physical Activities. I believe in leading 
by example and I myself will sometimes take part in the PE lessons and 
sport days at school. (PSI 2) 
 
I would like to have and give more resources to my staff and learners to 
implement PE on a higher standard but without funding this is not possible. 
(PSI4) 
 
I encourage my staff to ask the learners to bring or make their own pieces 
of equipment (PSI1) so that the PE lesson can continue even if we do not 
have the best resources at our disposal. PE has to continue. (PSI5) 
 
The principals from the respective schools all seem to have a basic understanding to 
incorporate some sort of PE programme. 
4.8.3 Principals’ contact with resources and stakeholders for implementation of 
 PE 
This theme focused on various resources and stakeholders that mediated with schools 
through the principals in support of PE programmes to ensure PE takes place. The main 
stakeholders highlighted by principals were the Department of Education and private 
parents of learners. This was expressed in the following views: 
The Department of Basic Education helps us with some funding. (PSI8) 
The Department of Education has promised us funding for many years now 
and even though we do get the funding we do not have enough for better 
facilities and equipment to support LS and PE in school. (PSI5) 
We have sent our staff on workshops held by the DBE, but it seems without 
the recourse this cannot be implemented. (PSI4) 




At our school we are fortunate enough to have parents who help us with 
funding for the best implementation of resources and facilities to better our 
sport and PE programmes. (PSI3) 
The funding provided by the private parties helps us to have the best 
coaches to teach sport after school on our school premises. (PSI2) 
 
It is clear that the schools with the better funding has the better equipment and better 
resources to implement better QPE. Schools do need more help from stakeholders for 
better PE to take place. This is clearly seen in the Quintile level 1, 2 and 3 schools. 
4.8.4  Principals’ views on various challenges facing PE in schools 
This theme describes the challenges seen by the principals of the various schools with 
regard to PE. These challenges range from funding, lack of qualified teachers, classes 
being too full, and lack of facilities and equipment. This was expressed in the following 
views: 
In our school we take on many beginners or student teachers as we cannot 
afford to take on highly qualified teachers. This brings our standard of 
education a bit down. We do, however, believe the basic implementation of 
PE is better than implementing no PE at all PSI. (7) 
We do not have big enough fields for the implementation of QPE. We use 
fields outside the school that is full of stones and dust and the learners do 
not feel safe playing on these fields. So from a facility perspective we have 
very little to no choice. (PSI5) 
Funding is our main issue. As a Quintile 3 school we do not get sufficient 
funding and our classes are over enrolled. Therefore we struggle with all 
aspects related to sport, couching and PE. (PSI8) 
 
Most of the challenges faced are of the same nature and it comes down to insufficient 
funding.  
The next section presents findings from observations of PE facilities and equipment in the 




4.9  Observations of PE facilities and equipment 
This section presents findings on observations that were made by the researcher of PE 
facilities around the schools. The main focus was on the availability, maintenance, 
adequacy, and safety of amenities, such as playgrounds, playing courts, swimming pools 
and any other infrastructure that could be used for PE activities. In all the Quintile level 1-
3 schools, significant attention was needed with regard to the facilities. The Quintile level 
4-5 schools seemed very well equipped.  
4.9.1  Observations on PE facilities 
Table 4.14 portrays the status of PE facilities in the selected schools. School A, D, F and 
G had very poor fields and/or small spaces to take part in PE activities. These fields were 
filled with stones and dust. In contrast, School B and C, being Quintile level 4 and 5 
schools had very well-maintained playgrounds/sport fields, tennis courts, outdoor 
swimming pools, sport halls as well as a gymnasium on the school grounds. Finally, 
School H did not have a field and the learners had to go out of the school premises to 
access a field next to the school. This field was of poor quality and it seemed unsafe for 
the young learners to leave the premises of the school to take part in these activities. 
Table 4.14 Observations on the state of PE facilities  









School A Poorly maintained 
open space 
Unavailable Unavailable Unavailable None 




















School D Poorly maintained 
small open space 
Unavailable Unavailable Unavailable None 




School F Poorly maintained 
field 













School G Poorly maintained 
playground 
Unavailable Unavailable Unavailable None 
School H No space/uses field 
outside school, very 
poorly maintained 
Unavailable Unavailable Unavailable None 
 
4.9.2  Observations on PE equipment 
Table 4.15 demonstrates observations made by the researcher on PE equipment. The 
observation focused on the condition of implements, such as balls, nets, cones, goal 
posts, exercise mats and any other materials that could facilitate the implementation of 
PE programmes.  
Table 4.15 Observations on the state of PE equipment 
School 
Key Balls Nets Cones Goal Posts 
Exercise 
mats Other 
A 3 old soccer 
balls; in bad 
condition 
None None None None 6 skipping 
ropes; used 















2 Soccer goal 
posts 


























Key Balls Nets Cones Goal Posts 
Exercise 
mats Other 
















4 Soccer goal 
posts 




























None 4 Shotput 
balls; used  
E None None None None None None 
F 4 netball 
balls; used 
None 5 small 
2 big; used 












None 12 big; 
used 
1 soccer goal 
post; poor 
condition 
None 2 skipping 
ropes 




None 9 small None None 12 bibs; 
used 
 
As Table 4.15 shows, most of the schools had soccer and/or netball balls, which were 
also the most common PE activity at the school. There was clearly not enough equipment 
for all the learners in the classes to use these different forms of equipment. School B and 
C had the highest amount of equipment, which ranged from balls, cones, goal posts, nets, 
athletic equipment, cricket equipment and a fully equipped gym as seen in Table 4.15. It 




The quality of the equipment in all but School B and C was below standard. School E had 
no equipment at all. Based on the researcher’s observations, it shows that generally there 
was a deficit of equipment in all but the Quintile level 4-5 schools.  
4.9.3  Observation of one PE lesson per school 
The researcher observed one PE lesson per school. The main areas looked at were the 
time given for the lesson, control and support presented by the teacher, the content given, 
the physical activity as well as whether or not the CAPS were followed. Table 4.16 shows 
whether the above themes were fully, moderately, or not used at all. 
Table 4.16 School PE lesson observed 
 School PE lesson observed  
 A B C D E F G H 
Time  Moderate Fully Fully Moderate Not 
provided/
given 





Fully Fully Fully Moderate Moderate Moderate Moderate Moderate 
Physical 
Activity 























The lessons at most of the schools were moderately done according to time management, 
control and a physical activity was presented. School F and G did not present a lesson 
with a physical activity, but rather a theory lesson which is not PE. Schools D, E, F and G 
did not follow the CAPS document. School E did not fully utilise the time given as the 
lesson was completed before the end of the period. Control and support were fully and 




4.10  Summary of qualitative results  
This section on qualitative results obtained findings from learners’ focus group 
discussions, teachers’ semi-structured interviews, principals’ semi-structured interviews 
and structured observation protocols. The research provided investigative understanding 
into the state and status of PE in the selected schools from the participants’ own words.  
4.11 Brief Integration of quantitative and qualitative data 
Quantitative and qualitative data converged to provide a well-rounded view of the state 
and status of PE. The lack of qualified teachers, deficient activities, poor maintained 
facilities, poor maintained and lack of equipment, to many learners in class and not 
enough time provided towards PE are themes that emerged within the quantitative and 
qualitative findings. The researcher’s own observations revealed that the state and status 
of these themes are substandard.  This was on par with the quantitative data showing a 
gap within the described themes. It was noted that the lower ranking quantile schools 1-
3 had a lower value of the state and status of PE compared to the higher funded schools 
whose state and status towards PE was of much greater standard. 
4.11  Chapter summary 
This chapter presented results of quantitative findings from learners’ questionnaire 
responses on the state and status of PE in schools. It also presented qualitative findings 
from learners’ focus group discussions, teachers’ semi-structured interviews, principals’ 
semi-structured interviews and structured observations. Quantitative and qualitative 
results were critically compared and discussed within a more comprehensive framework. 
Consistent with the conceptual framework and objectives of the study, the main 
discussion points were on the nature of PE programmes, facilities, and equipment. In 
addition, attention was on time allocated towards PE, number of learners per class as 
well as the means of assessment. Finally, the discussion explored the views of the 
educators and learners’ experiences on the execution of PE. The following chapter 






CONCLUSIONS AND RECOMMENDATIONS 
5.1  Introduction 
Physical Education (PE) is one of the major subjects that promote health in schools 
(Stroebel et al., 2017). All learners require a holistic developmental approach in the 
delivery of PE. This means PE should be delivered in accordance with the learners’ health 
and the development of their cognitive, social, psychomotor, affective, and physical 
domains (Gallahue & Cleland Donnelly, 2007). PE is the only subject to include all the 
domains required for full development. According to the HCM by Bailey et al. (2015), all 
individuals require physical activity to build their intellectual, physical, financial (in the form 
of health education and costs), social, emotional, and individual capitals. These capitals 
work together and it is not recommended to develop them individually, thus, the 
importance of the holistic development of PE during quality PE lessons. The preceding 
chapter broadly discussed the key findings of the study. This chapter provides a summary 
of the key findings by awarding key conclusions on the findings. Finally, this chapter 
provides recommendations for best practices to follow in the Intermediate Phase PE.  
5.2  Conclusions 
The first chapter introduced the study. Furthermore, it theorised the importance of PE in 
developing children holistically to combat and even prevent health related issues. Even 
though the importance of PE is clear, the broad impression that was portrayed was that 
PE was a denigrated subject in most perspectives (Hardman & Green, 2011; Kirk, 2013; 
Mwisukha & Rintaugu, 2013; Stroebel et al., 2016). In South Africa, the schooling 
statement underwent significant changes. In 1994, it was the end of apartheid and this 
raised the hopes that the slanted educational statement would end. However, various 
curriculum reviews seemingly led to the downgrading of PE in the curriculum (Cleophas, 
2014; Hollander, 2017; Stroebel, 2018; Van Deventer, 2014). A global study was done, 
led by UNECEF regarding the state and status of PE in the schooling statements. That 
study, however, did not include the intermediate phase in South African school. 
Therefore, this study adopted the same approach, and included all quintile level schools, 




the Intermediate Phase of selected public schools in the Alberton area of Gauteng 
province. There was no evidence to suggest that any research had been conducted in 
this area, namely the DBE Ekurhuleni District. Consequently, research questions and 
objectives were designed to answer the identified themes. 
The literature review in Chapter two shows there is great support from major stakeholders 
with regard to PE. The UN, UNESCO, the Charter for PE and Sport of 1978 and the WHO 
seem to support the importance of PE (De Ridder & Coetzee 2013). The HCM of Bailey 
et al. (2013) signifies the importance of the holistic development achieved by quality PE. 
Achieving the standard of QPE comes with many challenges. Literature indicates these 
challenges as the shortages of facilities and equipment, untrained PE teachers and not 
enough time allocated in the curriculum (Akindutire & Olanipekun, 2014; Hollander, 2017; 
Petrie, 2009; Van Deventer 2014).  
Globally, the importance of PE was highlighted when access to PE was indirectly declared 
as a human right in 1948 (UN’s Universal Declaration of Human Rights). Scholars, such 
as Shaw et al., (2011), Amusa and Toriola (2012), Roux (2013/2019), Chin and Edginton 
(2014), Shehu (2014), and Burnett (2016/2018), and the global research done through 
UNECEF (Burnett, 2018), support local research regarding PE. However, the literature 
showed little exploration regarding PE in the Intermediate Phase. Thus, the basis of this 
study was to explore the state and status of Intermediate Phase PE under the CAPS 
curriculum in order to produce recommendations. 
Chapter three describes the methodology used in this study. Much research has been 
done on PE teachers only (Van Deventer, 2011; Nhamo & Muswazi, 2014; Mqadi, 2015; 
Hollander, 2017). This study required the voices of the learners as well. Therefore, the 
research participants consisted of learners, teachers and principals. The research 
questions were addressed by adopting a mixed methods approach, which used both the 
qualitative and quantitative methods (Creswell & Plano-Clark, 2011). Learner 
questionnaires were used for quantitative aspects of data collection. Focus group 





The findings of the study in Chapter four indicate gaps within PE. Comparing the quintile 
levels of the schools with the quality of PE, it is clear that underfunding plays a critical 
role in the progress of PE. Underqualified teachers, facilities, equipment and time given 
towards PE indicate key challenges. The ways the schools discuss their needs towards 
PE and the manner which they address programme shortfalls and challenges are directly 
linked to tertiary training for teachers and the curriculum (Shehu 2004; Roux, 2007; Roux 
et al. 2008; Roux, 2009; Amusa & Toriola, 2010; Roux, 2017/2019).  
The purpose of this study was to investigate the state and status of PE in the Intermediate 
Phase of selected public schools in Gauteng, South Africa. 
This aim was translated into the following objectives: 
i.) To determine the experience and attitudes of the Intermediate Phase LS/PE 
teachers towards PE. 
ii.) To determine the experience and attitudes of Intermediate Phase LS/PE 
learners towards PE. 
iii.) To determine whether the CAPS document is followed and outcomes are 
reached. 
iv.) To determine whether Intermediate Phase primary schools have access to 
enough and suitable facilities, equipment, time towards PE, class and 
playground space to present PE. 
Key conclusions according to the main objectives of this study are discussed as follows:  
5.2.1 Objective 1 
To determine the experience and attitudes of the Intermediate Phase LS/PE teachers and 
principals towards PE. Teaching implies the development of content and competency in 
a particular skillset in order to facilitate a performance outcome of some kind as well as 
understanding the enabling manner in which learning takes place (Stroebel et al., 2017). 
In primary schools, it is common for PE to be taught by generalist class teachers 
(Valtonen et al., 2015). However, limited training and exposure among generalists cause 
lack of self-assurance and the represented understanding of PE (Petrie, 2010). 




curricula. It has been found that most schools tend to isolate PE teachers by depriving 
them of support statements for professional learning (Petrie, 2009). In the South African 
CAPS Life Skills Intermediate Phase curriculum, teachers are tasked to guide learners to 
achieve physical, intellectual, personal, emotional and social potential (DBE, 2011b). This 
is related to the holistic development found in the HCM set out by Bailey et al. (2013). 
The findings in this study show that most of the teachers were generalists with a B.Ed. 
but with no specialised training in the teaching of PE. There was a teacher who was not 
qualified at all and a teacher who was busy enrolled for a B.Ed.. The teachers believed 
they were competent in the teaching of PE. The learners mostly claimed to have a positive 
experience with the teachers; however, in some cases, it was clear that the learners did 
not feel they knew their teacher and that the teachers did not always assess them fairly. 
Furthermore, it was clear that the lack of qualified teachers in some schools could be 
seen in the implementation of PE. This had a negative effect on their understanding of 
best pedagogic practices in PE (Petrie, 2010). 
The principals gave the impression that they mostly supported the teaching of PE and 
found PE to be very important. According to the principals, especially in the Quintile level 
1-3 schools, the reason for the low state and status of PE was funding.  
Regarding the importance of PE: In line with the HCM, literature shows evidence that 
there are holistic health benefits from PE in the schooling system (Bailey et al., 2013). 
This is consistent with the World Health Organization’s definition of health, which is a 
complete state of physical, mental and social wellbeing, and not merely the absence of 
disease or sickness. Therefore, PE is extremely important, not only in for its health 
benefits, but also for the holistic development of the learners (Van Deventer, 2014). 
The respondent showed a clear understanding of the importance of PE. Social, cognitive 
and physical benefits were mentioned, but their understanding had an emphasis on health 
and disease prevention, such as obesity. However, the data showed that even though the 
respondents understood the importance, PE was still not given a deserved high rank in 




5.2.2 Objective 2 
To determine the experience and attitudes of Intermediate Phase LS/PE learners towards 
PE. The Grade 6 learners, being the oldest group and therefore the most knowledgeable 
in the IP, are the fundamental recipients of PE programmes in the given phase. According 
to Metcalf, Marshall, Hardman & Visser, (2011), their views and experiences can be key 
indicators of whether educational processes are effective or not. The main outcome of 
PE programmes is learners’ growth in the psychomotor, affective and cognitive domains 
(Bailey et al., 2013; Bailey et al., 2015; Gallahue & Cleland Donnelly, 2007; Cleland 
Donnelly et al., 2017). PE classes comprise learners from particular backgrounds and PE 
lessons must aim to suit learners (Salamuddin & Harun, 2010). 
The major part of the learners in this study displayed enjoyment for PE. The data showed 
that the learners mostly enjoyed taking part in PE activities with friends. Furthermore, they 
displayed a basic understanding of the importance of PE as well as the benefits it has on 
their health system. Even though the data showed most learners really enjoyed and 
wanted to take part in PE, some felt the big number of learners per class, the climate, 
underqualified teachers, the lack of equipment and the condition of the facilities made it 
unsafe and not fair towards all. Therefore, a sense of dislike was seen in a few cases. 
The main conclusion drawn from the learners is that the state and status of PE in the 
Intermediate Phase of selected public schools in the Alberton area of Gauteng province 
face substantial challenges. The low standard of programmes, poor facilities, weak 
teacher training programmes, large class sizes and questionable assessment methods 
all point to a crisis situation (Hardman, 2008). 
5.2.3 Objective 3  
To determine whether the CAPS document is followed and outcomes are reached. PE 
teachers are seen as the potential gate-keepers to informing school physical activity 
policies, delivery, planning, implementation as well as assessment of learners (Hyndman 
et al., 2012). According to Spaull (2015), an education system is as good as the quality 
of its teachers. If the PE teachers do not have sufficient qualifications, and subject 




appropriately assess the learners. The CAPS, which is seen as the framework of the 
curriculum, requires assessment in PE to be done across the four terms in South African 
schools (Mqadi, 2015). Assessment in the CAPS curriculum is mainly based on overall 
movement performance and frequency of attendance in PE programmes without paying 
attention to detailed mechanics of the movement (DBE, 2011a). PE outcomes must be 
based on authentic, relevant, focused, and meaningful assessments (Dyson, 2014). 
Therefore, different forms of assessment place greater emphasis on cognitive skills and 
contextualised integrated learning than on mere movement performances and physical 
fitness (Gallahue & Cleland Donnelly, 2003).  
During this research, teachers emphasised that they mostly assessed through 
observation. The teacher who used the CAPS document as framework mostly set up 
rubrics for the learners to follow. Based on the research, it was clear that even though the 
teachers used the rubrics, the rubrics were not fully discussed with the learners. The more 
experienced teachers showed a bigger variety of assessment compared to the 
unexperienced teachers; however, there was still a general sense that the assessment 
done was not sufficient. According to the learners, they felt their performance was mainly 
assessed and not their full participation in the activities. This caused concern among the 
learners, as they believe not all of them are ‘athletes’ and cannot perform on the same 
level. Also, some learners voiced unease about the fact that assessment shaped morbid 
competition in PE classes. This follows the observations of Crum (2012), which found 
assessment could be de-motivating to less talented learners. Furthermore, the study 
found that classes with larger number of learners were mostly assessed in groups. This 
is good for the social development of the learner; however, if the groups are too big, it will 
take away the individualised evaluations. 
Stolz (2013) suggests that PE learners should have extensive options in terms of activities 
in which they can participate. Furthermore, PE activities must be comprehensive to house 
all learners, regardless of race, gender or disability (Tian, 2015). PE activities should also 
be developmentally appropriate to systematically and positively impact on the 
psychomotor, affective and cognitive maturity of learners (Pangrazi, 2007; Mishra et al., 




The findings of this objective are that learners participate in a variety of activities. 
According to the data, these mostly included sport related activities, games, dance, 
skipping and indigenous activities. However, the natural consensus was that these PE 
activities were not enough to fully develop the learners. Furthermore, it was clear that 
some schools did not have a balance of different activities, but rather focused on activities 
that were beneficial to the school, such as doing sport only. The lack of appropriate 
facilities, equipment, and time given towards PE and the limited knowledge of PE caused 
the number and quality of activities to be dropped. It was clear that the participants 
enjoyed PE activities, especially the games where they engaged with friends. However, 
they displayed that they wanted more forms of PE activities. Even though some schools 
had an understanding of the CAPS document, it was not clear whether this document 
was followed and therefore suitable progression of PE programmes did not take place to 
achieve the needed outcomes.  
5.2.4 Objective 4  
To determine whether Intermediate Phase primary schools have access to enough and 
suitable facilities, equipment, time towards PE, number of learners per class and 
playground space to present PE. Resources form part of a key framework for shaping the 
whole person in PE (Cleland Donnelly et al., 2017). Van Deventer (2014) argues that PE 
resources, such as facilities and equipment, must be adequate for learning processes to 
be significant. Resources are seen as a motivator for learners to take part in PE activities 
(Van Deventer, 2014; Cleland Donnelly et al., 2017).  
This study found that resources in schools below Quintile level 4 were far below standard. 
The lack of proper facilities and equipment showed a lower status of PE in the given 
schools. Learners complained about the stones on fields and this made them scared to 
take part in certain activities due to fear of being injured. The respondents asked for 
improvement of facilities and equipment. 
According to the CAPS document, time allocated towards PE is 60 minutes per week for 
the Intermediate Phase learners. The recommended time is 120 minutes per week in the 
curriculum (UNESCO, 2015). Therefore, if the CAPS is followed, it still falls short of the 




subjects are allocated more time in the curriculum, such a response indicated a 
diminished rating of PE in the timetable compared to other subjects (Amusa & Toriola, 
2008). 
Even though some respondents said the allocated time for PE per week was enough, the 
majority reckoned it fell short. Data indicated the time was not enough to achieve the 
outcomes to fully develop the learners. Furthermore, the learners said they enjoyed PE 
but they did not always have PE and some days PE was used for other activities, such 
as studying for tests. The research shows that either PE lessons were sometimes treated 
as free periods (Mqadi, 2015) or PE time was replaced with other subjects that were 
deemed more important (Van der Merwe, 2011). 
Not taking away the social development of group work, Wuest and Fisette (2012) argue 
that PE activities should be individualised to cater for the interests, needs and abilities of 
each learner individually. Not all learners are capable of performing at the same level 
without individual attention. Therefore, individualised learning happens when the number 
of learners is best for teaching and learning to take place. In classes that are too large, 
teachers abandon quality programmes and resort to large-group activities, a pedagogic 
practice that compromises the quality of PE (Kohl & Cook, 2013).  
Most of the learners in this study emphasised that the number of learners in PE classes 
was too high. The teachers also pointed out that some of their classes consisted of more 
than 45 learners and that they struggled to keep control and give support, especially on 
open fields outside the classroom. This opens the door to compromising the delivery of 
safe PE to the learners due to overloading. Some of the experienced teachers did say 
they were capable of managing these larger classes; however, it was noted that the 






5.3  Recommendations 
Based on the above findings, this section provides recommendations on the improvement 
of IP primary school PE in the Alberton area of the Gauteng province of South Africa. 
5.3.1  Material and human resources 
 The government has a statutory and parliamentary duty to provide acceptable PE 
facilities and equipment in the schools. 
 The government should provide exclusive funding for Quintile level 1, 2 and 3 schools. 
 Schools should be better informed through the different departments of Education on 
the importance of the CAPS document and that it should be followed to achieve the 
best possible outcomes for learners. 
 The Department of Basic Education, with the help of stakeholders, such as the 
government, should consider helping with funding so that more staff can be employed 
to keep the number of learners per class at a manageable size. 
 The government must consider allowing training institutions to offer PE in teacher 
training. 
 Teachers should take part in PE workshops for educators. 
 Tertiary education should provide short courses to provide specific training on PE and 
not just on LS. 
 Schools should consider only hiring qualified PE teachers. 
 Schools should communicate with businesses, sports clubs and individuals to donate 
either services or PE materials to schools. 
5.3.2  Improved scheduling and time allocation towards PE 
 When learners are required to play outside, the times of PE should be adapted, if it is 
summer, the learners should go out early while its cool, and during the winter, later 
during the day or have sufficient indoor facilities to accommodate the learners.  
 Schools should be monitored so that PE time is not regarded as a free period, used 
for other subjects, or used as study time. 
 The time duration for PE should be increased from 60 minutes per week to the 




5.3.3  PE assessment 
 Teachers should continuously receive advice from curriculum advisors to ensure the 
methods of assessment are up to standard. 
 Principals and heads of department should monitor and help improve the methods of 
assessment used by the teacher to ensure a high standard is followed. 
 PE should be incorporated into a national examination to receive the same importance 
and attention as other subjects.  
 Teachers should consider the use of rubrics and better explanation of assessment to 
learners so as to prevent unhealthy competition and bullying practices that might 
occur. 
 Teachers should improve their own pedagogical content knowledge to ensure different 
quality forms of assessment are incorporated. 
5.3.4  Further research  
Further research should: 
 Include a larger number of schools to include bigger samples for easier generalisation 
of results. 
 Incorporate the role of parents and community stakeholders in promoting PE. 
 Assess the roles of the different departments of Education and Sport in promoting PE 
and the development thereof.  
 Investigate the views and significance of incorporating local indigenous knowledge 
systems in the PE curriculum. 
 Investigate the views and significance of incorporating specific sport codes in the PE 
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Annexure A : Research Tool - Learners Questionnaires 
 







Please read each question or statement carefully and think about how it applies to you.  This is 
not a test, so there are no right or wrong answers.  Please respond honestly and accurately, but 
it is not necessary to spend too much time thinking about each item. 
 
A ABOUT YOU 
 
1.  Are you a boy or a girl? Tick in appropriate box. Boy (1)  Girl (2)  
 
2. How old are you? Write down your age in the box.                             Years 
 
 
3. Do you have any disabilities?  
 





5. Do you like to take part in Physical Activities during 
Physical Education?   
 
6. Do you take part in athletic activities (sport) at the school and/or at a club outside the 
school?  
            Tick in appropriate boxes below. 
 
  
6.1 Take part at school 6.2 Take part outside school 
Yes (1) No (2) Yes (1) No (2) 
    
 
 If ‘yes’ to questions 6.1 and/or 6.2, go to question 7, if ‘no’ to both, tick N/A in question 7 
and go to 8. 
 





 1 sport 
only 
(2) 
 2 sports 
(3) 
 3 sports 
(4) 
 4 or more 
sports (5) 
 
Yes (1)  No (2)  
Yes (1)  No (2)  
School: _____________________ Grade: __6___   
 






B PHYSICAL EDUCATION: PARTICIPATION AND EXPERIENCES 
 
8. Please tick “yes” or “no” if you took part in the Physical Education (PE) component of 







































9.1 Team activities (e.g. games)     
9.2 Individual activities (e.g. athletics)     
9.3 Learn new sport skills     
9.4 Interesting (fun) activities     
9.5 Regular practical activities     
9.6 Compete against others     
9.7 Develop my talent in sport     
9.8 The teacher’s knowledge of PE     
9.9 I can take part with my friends     





Content and activities Yes No 
8.1 You were taught about PE in theory without any 
practical activities  
  
8.2 Other subjects (e.g. English, maths, etc.) take the 
place of PE 
  
8.3 You had structured PE lessons outside   
8.4 You played informally outside the class   
8.5 You played sport    
8.6 You tried out for sport teams   





10.  Why do you feel Physical Education is important? Tick in the boxes of your choice.  
 
 





10.1 Improvement of my fitness levels   
10.2 Promotion of a healthy life style   
10.3 Weight control   
10.4 Improvement of sporting skills   
10.5 Participation with friends   
10.6 Getting to know the teacher better   
10.7 Feeling better about myself   
10.8 Discovering what my talents/strengths are   
10.9 Having a break from academic work    
10.10 A feeling of freedom   
10.11 Planning tactics and making decisions in games   
10.12 Learning the rules of games   
10.13 Developing an interest to participate in sports   
 
 














11.1 Too much theory   
11.2 They do not like the activities   
11.3 They are not good at physical activities   
11.4 The activities are too competitive   
11.5 There is not enough variety in the activities   
11.6 The assessment  is not fair   
11.7 Other participants/players do not like them   
11.8 The teacher does not like them   
11.9 The facilities are not in  good condition   
11.10 The class is too big (too many children).   
11.11 They cannot afford sport clothes   
11.12 There is not enough equipment (e.g. balls)   
11.13 They are scared of injury   









12. What should be done to improve Physical Education in the school? Read through the 
following list of possibilities and tick ‘yes’ if you think an aspect needs improvement and 








































12.1 The teaching should be better/ more 
knowledgeable 
  
12.2 There should be more facilities   
12.3 The facilities should be upgraded (improved)   
12.4 There should be more equipment   
12.5 The equipment should be of a better quality   
12.6 There should be a variety of activities   
12.7 There should be more practical lessons   
12.8 The class should be better organised    
12.9 The activities should be (more) fun   
12.10 An improvement of individual’s skills should be 
measurable (Better assessed)  
  
12.11 The assessment should be more fairly done   
12.12 Time allocation for PE lessons should be longer   














Introduce yourself and the study.  Explain method, role and valued contribution of participants. 
Manage ethical issues and participation – sign attendance register and consent form. Ask 
research participants to introduce themselves in terms of their background and current position.  
Good day/morning. As you know I’m Clinton Swanepoel, a student at the University of 
Johannesburg. Thank you for agreeing to take part in this study. In my letter requesting 
this interview, I indicated to you that I am embarking on a Masters research on the state 
and status of PE IP of primary schools in Alberton. Thank you for consenting to this 
interview. I would like to restate that this interview asks your views and experiences as a 
teacher with regard to the state and status of PE at your school. The information obtained 
will be used only for research purposes and as you know all data and any personal 
information will be kept anonymous. Do you have any questions before we start the 
interview? As you signed the audio consent form I will now start the recording if that is 
okay with you? 
Introduction: 
1. Can you kindly introduce yourself? 
Probe corresponding questions: 
2. What is your teaching qualification? 
3. Do you feel competent in teaching PE? 
Main Questions: 
4. What is your understanding of quality Physical Education? Please explain. 
Probe Corresponding questions: 
5. How does PE link to what you teach in LO or LS with regards to content? Please 
explain. 
6. How do you implement PE in your school in terms of the curriculum assessment 
policy statement (CAPS) and its delivery?  
7. How much time is used for PE per week? 
 
Time of interview:__________________________________ 
Quintile Ranking : _______    
Key code location of School:  ____________  
Number of research participants: Total ______  






8. What forms of assessment do you use during your PE classes? 
9. How does the school environment influence the implementation of PE? Please 
explain. (Probe how PE links to other school subjects and athletic activities) 
10. What are your comments on the availability and quality of PE resources such as 
facilities and equipment? 
11. How do you feel about the class size and number of learners per class? 
12. What would you say are the main benefits of implementing PE for the 
12.1 School?  12.2 Educator/teacher?   12.3 Learners?  
Conclusion: 
13. What would you say are the main challenges encountered while teaching PE 
programmes? 
  
 Thank all the participants for their valued contributions.  
Thank you all for your assistance in this study. It was a real informative session and this 


















Introduce yourself and the study.  Explain method, role and valued contribution of participants. 
Manage ethical issues and participation – sign attendance register and indemnity form. Ask 
research participants to introduce themselves in terms of where they live (community and distance 
from school) and sport participation – in which sports do they participate, at what level and where 
do they participate? 
Good day/morning. As you know I’m Clinton Swanepoel, a student at the University of 
Johannesburg. Thank you for agreeing to take part in this study. In my letter requesting 
this interview, I indicated to you that I am embarking on a Masters research on the state 
and status of PE IP of primary schools in Alberton. Thank you for assenting to this 
interview. Your parents also signed a consent form for you to take part. Thank you for 
returning the consent forms so quickly. I would like to restate that this interview asks your 
views and experiences as a Grade 6 learner with regard to the state and status of PE at 
your school. The information obtained will be used only for research purposes and as you 
know all data and any personal information will be kept anonymous. Do you have any 
questions before we start the interview? As you signed the audio assent form and 
returned the audio consent form I will now start the recording and discussion if that is 
okay with you? 
Introduction: 
1. Can you kindly introduce yourself? 
Probe corresponding questions: 
2. What do you like most about your school? Please explain. 
Main Questions: 
3. How popular is the learning area/subject Physical Education in the school? Give 
a rating out of 10 and compare to other more or less valued learning areas. 
Please explain your rating. 
 
Time of interview:__________________________________ 
Quintile Ranking : _______   
Key Code location of School:  ____________  
Number of research participants: Total ______  






Probe corresponding questions: 
4. What do you do in PE? Please explain what activities you do and how it worked for this 
year, and the last three years the school?  
5.1What did you like most about PE (positive aspects/good practices - probe about 
availability – number and quality of resources, physical – facilities and equipment; 
educator conduct, interest in activities, value and enjoyment) 
5.2 What do you like the least or find challenging about PE as a subject? (probe as in 5.1) 
6. How are you assessed by your teachers during PE? 
7. How big are your PE classrooms- how many learners are in the classes? 
8. What do you consider the main benefits of PE for the: 
8.1Yourself?     8.2 Other learners?    8.3 School as a whole?      8.4 Community? 
Conclusion: 
9. What would you say are the main challenges for/during PE classes? 
  
Thank all the participants for their valued contributions. 
Thank you all for your assistance in this study. It was a real informative session and this 





Annexure C: Interview Protocol 
1. Interview protocol:  Primary schools: Principal  
Questions Data/Information 
1. Context of school within 
the community 
Context – school within profile of community? Type 
of school, where does the learners come from? 
Issues faced from the community – school’s 
response? 
2. School’s  profile and 
demographics 
Number of learners, teachers – ration per grade 
Number of learners 
Strengths of school – positive aspects, partners, 
programmes, recruitment/marketing 
Challenges faced by 
school/principal/teachers/learners – reasons (e.g. 
dropout rate, social issues) 
3. Mission, vision and 
strategies  
3.1 Key subject areas 
3.2 Extra-mural activities - 
sports/art/culture 
Explain mission and vision – integrated with 
strategies to make them operational 
3.1 Priority subject areas – why and how are they 
supported? 
3.2 Priorities – why and how are they supported? 
4. In your understanding, 
what would you consider 
QPE?  
Explain with reference to current curriculum (LO/Life 
Skills) and own frame of reference. 
5. Role and status of QPE? 
Motivation in context of 
community & school  
5.1 Describe status and substantiate practices. 
5.2 Examples – community support, criteria for 
determining status – comparatively. 
6. Role and status of QPE 
in support of school sport  
Explain - expectations and substantiate by providing 
examples. Implementing model/practices. 
7. Role and status of school 
sport 
Explain – expectations and substantiate by providing 
examples. Implementing model/practices. 
8. What resources do you 
have for implementing 
QPE and school sport?  
Physical resources  
Financial resources 










Facilities and equipment – indoor and outdoor (could 
refer to sport master and HODs for detail) 
Budgets and fundraising, stakeholders, etc. 
Teachers, coaches – internal and external. 
Curricula, documentation, training/learning material  
Collaboration – roles and responsibilities  
9. What would you consider 
as ‘good practices’ with 
QPE/LS in the school? 
Explain – expectations and examples 
10. What would you 
consider as main 
‘challenges’ for 
implementing QPE and 
school sport?   
QPE – list and explain challenges 
School sport – list and explain challenges 
11.  Who are main 
stakeholders and how do 
you see them 
collaborate? 
 
List main stakeholders and describe roles, 
responsibilities and ways of collaboration. Probe 
about different stakeholders – government, sport, 
corporate, civic society, lottery/sponsors, etc. 
12. Strategies and plans 
to improve quality of 
PE/LS? 




Annexure D: Observation protocol  
 
OBSERVATION CHECKLIST 
Key Code Name of School:                                              _____________________ 




Item Availability Adequacy Maintenance Safety 
Playground Field 
 
    
Sport Court  
 
    
Swimming Pool 
 
    
Indoor Sport Hall 
 
    
Other 
 
    
2. Equipment 
Item Availability Adequacy Maintenance Safety 
Balls     
Nets     
Cones  
 
   
Goal posts     
Exercise mats     
Other  
 
   
3. PE Lesson 
Item Fully Moderately  Not used/given Comments 
Time      
Control and 
support 
    
Content  
 
   
Physical Activity     












DEPARTMENT OF Sport and Movement Studies 






I, Clinton Swanepoel, Master student at the University of Johannesburg, WOULD LIKE TO INVITE YOU TO 
PARTICIPATE in a research study on the state and status of Physical Education in South African public 
schools. 
 
Before you decide on whether to participate, I would like to explain to you why the research is being 
done and what it will involve for you. I will go through the information letter with you and answer any 
questions you have. This should take about 10 to 20 minutes.  
 
THE PURPOSE OF THIS STUDY is to investigate the current state and status of physical education in the 
Intermediate schooling phase (Grade 6), in selected public schools from the Alberton region of Gauteng, 
South Africa  
 
 I have compiled a set of questions and answers that I believe will assist you in understanding the 
relevant details of participation in this research study. Please read through these. If you have any further 
questions I will be happy to answer them for you. 
 
DO I HAVE TO TAKE PART? No, you don’t have to. It is up to you to decide to participate in the study. I 
will describe the study and go through this information sheet. If you agree to take part, I will then ask 
you to sign a consent form.  
 
WHAT EXACTLY WILL I BE EXPECTED TO DO IF I AGREE TO PARTICIPATE? If you decide to participate, 
you will be asked to please sit and have a short semi structured interview. The interview is expected to 





WHAT WILL HAPPEN IF I WANT TO WITHDRAW FROM THE STUDY? If you decide to participate, you are 
free to withdraw your consent at any time without giving a reason and without any consequences. If you 
wish to withdraw your consent, please inform me as soon as possible. However, when the questionnaire 
has been completed and submitted I will not be able to withdraw it as there are no names required on 
these questionnaires. 
 
IF I CHOOSE TO PARTICIPATE, WILL THERE BE ANY EXPENSES FOR ME, OR PAYMENT DUE TO ME: You 
will not be paid for this study and you will not bear any expenses.  
 
RISKS INVOLVED IN PARTICIPATION: There are no anticipated risks for this study. 
 
BENEFITS INVOLVED IN PARTICIPATION: This study will raise awareness on the challenges facing 
Physical Education in primary schools in the Alberton area of Gauteng, South Africa. Strategies will aim 
to address these challenges after the research is complete. Participants can benefit from the research 
when the challenges are clear by way of schools being informed and the quality physical education in 
the school will have the opportunity to improve allowing opportunity for good, quality Physical 
Education. 
 
WILL MY PARTICIPATION IN THIS STUDY BE KEPT CONFIDENTIAL? Yes. No names will be requested. All 
data and back-ups will be kept in password protected folders and/or locked away as applicable. Only I or 
my research supervisor will be authorised to use and/or disclose your information in connection with 
this research study. All audio recordings will be deleted after data has been captured. Any other person 
wishing to work with you  information as part of the research process (e.g. an independent data coder) 
will be required to sign a confidentiality agreement before being allowed to do so. 
 
WILL MY TAKING PART IN THIS STUDY BE ANONYMOUS? Yes. Anonymous means that your personal 
details will not be recorded anywhere by me. As a result, it will not be possible for me or anyone else to 
identify your responses once these have been submitted. 
 
WHAT WILL HAPPEN TO THE RESULTS OF THE RESEARCH STUDY? The results will be written into a 
research report that will be assessed. In some cases, results may also be published in a scientific journal. 
In either case, you will not be identifiable in any documents, reports or publications. You will be given 
access to the study results if you would like to see them, by contacting me.  
 
WHO IS ORGANISING AND FUNDING THE STUDY?  The study is being organised by me, under the 
guidance of my Supervisor at the University of Johannesburg. This study is funded by myself. 
 
WHO HAS REVIEWED AND APPROVED THIS STUDY? Before this study was allowed to start, it was 
reviewed in order to protect your interests. This review was done first by the Department of Sport and 
Movement Studies, and then secondly by the Faculty of Health Sciences Research Ethics Committee at 





WHAT IF THERE IS A PROBLEM? If you have any concerns or complaints about this research study, its 
procedures or risks and benefits, you should ask me. You should contact me, or alternatively my 
supervisor, Prof C.J. Roux, at any time if you feel you have any concerns about being a part of this study. 
Contact details are:  
 





If you feel that any questions or complaints regarding your participation in this study have not been 
dealt with adequately, you may contact the Chairperson of the Faculty of Health Sciences Research 
Ethics Committee at the University of Johannesburg: 
Prof. Chris Stein 
+27 11 559 6564 
cstein@uj.ac.za 
 
FURTHER INFORMATION AND CONTACT DETAILS: Should you wish to have more specific information 
about this research project information, have any questions, concerns or complaints about this research 
study, its procedures, risks and benefits, you should communicate with me using any of the contact 
details given above. 







DEPARTMENT OF Sport and Movement Studies  
RESEARCH CONSENT FORM 
 
The state and status of physical education in the Intermediate schooling phase (Grade 6), in selected 
public schools from the Alberton region of Gauteng, South Africa  
 
Please initial each box below: 
 
 
       I confirm that I have read and understand the information letter dated October 2019 for the 




                    I understand that my participation is voluntary and that I am free to withdraw from this study 
at any time without giving any reason and without any consequences to me. 
 
 





_______________________       ___________________________________  ________________ 
Name of Participant        Signature of Participant     Date 
 
 
_______________________      ___________________________________ ________________ 
Name of Researcher       Signature of Researcher   Date 
 
  






DEPARTMENT OF Sport and Movement Studies 




I, Clinton Swanepoel, Master student at the University of Johannesburg, WOULD LIKE TO INVITE YOU TO 
PARTICIPATE in a research study on the state and status of Physical Education in South African public 
schools. 
 
Before you decide on whether to participate, I would like to explain to you why the research is being 
done and what it will involve for you. I will go through the information letter with you and answer any 
questions you have. This should take about 10 to 20 minutes.  
 
THE PURPOSE OF THIS STUDY is to investigate the current state and status of physical education in the 
Intermediate schooling phase (Grade 4-6), in selected public schools from the Alberton region of 
Gauteng, South Africa  
 
 I have compiled a set of questions and answers that I believe will assist you in understanding the 
relevant details of participation in this research study. Please read through these. If you have any further 
questions I will be happy to answer them for you. 
 
DO I HAVE TO TAKE PART? No, you don’t have to. It is up to you to decide to participate in the study. I 
will describe the study and go through this information sheet. If you agree to take part, I will then ask 
you to sign a consent form.  
 
WHAT EXACTLY WILL I BE EXPECTED TO DO IF I AGREE TO PARTICIPATE? If you decide to participate, 
you will be asked to please complete a questionnaire (which should take 10-15 minutes). 
 
WHAT WILL HAPPEN IF I WANT TO WITHDRAW FROM THE STUDY? If you decide to participate, you are 
free to withdraw your consent at any time without giving a reason and without any consequences. If you 
wish to withdraw your consent, please inform me as soon as possible. However, when the questionnaire 
has been completed and submitted I will not be able to withdraw it as there are no names required on 
these questionnaires. 
 




IF I CHOOSE TO PARTICIPATE, WILL THERE BE ANY EXPENSES FOR ME, OR PAYMENT DUE TO ME: You 
will not be paid for this study and you will not bear any expenses.  
 
RISKS INVOLVED IN PARTICIPATION: There are no anticipated risks for this study. 
 
BENEFITS INVOLVED IN PARTICIPATION: This study will raise awareness on the challenges facing 
Physical Education in primary schools in the Alberton area of Gauteng, South Africa. Strategies will aim 
to address these challenges after the research is complete. Participants can benefit from the research 
when the challenges are clear by way of schools being informed and the quality physical education in 
the school will have the opportunity to improve allowing opportunity for good, quality Physical 
Education. 
 
WILL MY PARTICIPATION IN THIS STUDY BE KEPT CONFIDENTIAL? Yes. No names will be requested. All 
data and back-ups thereof will be kept in password protected folders and/or locked away as applicable. 
Only I or my research supervisor will be authorised to use and/or disclose your information in 
connection with this research study. Any other person wishing to work with you  information as part of 
the research process (e.g. an independent data coder) will be required to sign a confidentiality 
agreement before being allowed to do so. 
 
WILL MY TAKING PART IN THIS STUDY BE ANONYMOUS? Yes. Anonymous means that your personal 
details will not be recorded anywhere by me. As a result, it will not be possible for me or anyone else to 
identify your responses once these have been submitted. 
 
WHAT WILL HAPPEN TO THE RESULTS OF THE RESEARCH STUDY? The results will be written into a 
research report that will be assessed. In some cases, results may also be published in a scientific journal. 
In either case, you will not be identifiable in any documents, reports or publications. You will be given 
access to the study results if you would like to see them, by contacting me.  
 
WHO IS ORGANISING AND FUNDING THE STUDY?  The study is being organised by me, under the 
guidance of my Supervisor at the the University of Johannesburg. This study is funded by myself. 
 
WHO HAS REVIEWED AND APPROVED THIS STUDY? Before this study was allowed to start, it was 
reviewed in order to protect your interests. This review was done first by the Department of Sport and 
Movement Studies, and then secondly by the Faculty of Health Sciences Research Ethics Committee at 










WHAT IF THERE IS A PROBLEM? If you have any concerns or complaints about this research study, its 
procedures or risks and benefits, you should ask me. You should contact me, or alternatively my 
supervisor, Prof C.J. Roux, at any time if you feel you have any concerns about being a part of this study. 
Contact details are:  
 





If you feel that any questions or complaints regarding your participation in this study have not been 
dealt with adequately, you may contact the Chairperson of the Faculty of Health Sciences Research 
Ethics Committee at the University of Johannesburg: 
Prof. Chris Stein 
+27 11 559 6564 
cstein@uj.ac.za 
 
FURTHER INFORMATION AND CONTACT DETAILS: Should you wish to have more specific information 
about this research project information, have any questions, concerns or complaints about this research 
study, its procedures, risks and benefits, you should communicate with me using any of the contact 
details given above. 







DEPARTMENT OF Sport and Movement Studies  
RESEARCH CONSENT FORM 
 
The state and status of physical education in the Intermediate schooling phase (Grade 4-6), in selected 
public schools from the Alberton region of Gauteng, South Africa  
 
 
Please initial each box below: 
 
 
       I confirm that I have read and understand the information letter dated October 2019 for the 




                    I understand that my participation is voluntary and that I am free to withdraw from this study 
at any time without giving any reason and without any consequences to me. 
 
 




_______________________       ___________________________________  ________________ 
Name of Participant        Signature of Participant     Date 
 
 
_______________________      ___________________________________ ________________ 
Name of Researcher       Signature of Researcher   Date 






DEPARTMENT OF Sport and Movement Studies 




I, Clinton Swanepoel, Master student at the University of Johannesburg, WOULD LIKE TO INVITE YOU TO 
PARTICIPATE in a research study on the state and status of Physical Education in South African public 
schools. 
 
Before you decide on whether to participate, I would like to explain to you why the research is being 
done and what it will involve for you. I will go through the information letter with you and answer any 
questions you have. This should take about 10 to 20 minutes.  
 
THE PURPOSE OF THIS STUDY is to investigate the current state and status of physical education in the 
Intermediate schooling phase (Grade 4-6), in selected public schools from the Alberton region of 
Gauteng, South Africa  
 
 I have compiled a set of questions and answers that I believe will assist you in understanding the 
relevant details of participation in this research study. Please read through these. If you have any further 
questions I will be happy to answer them for you. 
 
DO I HAVE TO TAKE PART? No, you don’t have to. It is up to you to decide to participate in the study. I 
will describe the study and go through this information sheet. If you agree to take part, I will then ask 
you to sign a consent form.  
 
WHAT EXACTLY WILL I BE EXPECTED TO DO IF I AGREE TO PARTICIPATE? If you decide to participate, 
you will be invited to take part in a focus group discussion. This is seen as a “group interview”. This 
interview is expected to be 25-30 minutes.  
 
WHAT WILL HAPPEN IF I WANT TO WITHDRAW FROM THE STUDY? If you decide to participate, you are 
free to withdraw your consent at any time without giving a reason and without any consequences. If you 
wish to withdraw your consent, please inform me as soon as possible. However, when the questionnaire 
has been completed and submitted I will not be able to withdraw it as there are no names required on 
these questionnaires. 
 




IF I CHOOSE TO PARTICIPATE, WILL THERE BE ANY EXPENSES FOR ME, OR PAYMENT DUE TO ME: You 
will not be paid for this study and you will not bear any expenses.  
 
RISKS INVOLVED IN PARTICIPATION: There are no anticipated risks for this study. 
 
BENEFITS INVOLVED IN PARTICIPATION: This study will raise awareness on the challenges facing 
Physical Education in primary schools in the Alberton area of Gauteng, South Africa. Strategies will aim 
to address these challenges after the research is complete. Participants can benefit from the research 
when the challenges are clear by way of schools being informed and the quality physical education in 
the school will have the opportunity to improve allowing opportunity for good, quality Physical 
Education. 
 
WILL MY PARTICIPATION IN THIS STUDY BE KEPT CONFIDENTIAL? Yes. No names will be requested. All 
data and back-ups thereof will be kept in password protected folders and/or locked away as applicable. 
The audio will be analysed and deleted. Only I or my research supervisor will be authorised to use 
and/or disclose your information in connection with this research study. Any other person wishing to 
work with you  information as part of the research process (e.g. an independent data coder) will be 
required to sign a confidentiality agreement before being allowed to do so. 
 
WILL MY TAKING PART IN THIS STUDY BE ANONYMOUS? Yes. Anonymous means that your personal 
details will not be recorded anywhere by me. As a result, it will not be possible for me or anyone else to 
identify your responses once these have been submitted. 
 
WHAT WILL HAPPEN TO THE RESULTS OF THE RESEARCH STUDY? The results will be written into a 
research report that will be assessed. In some cases, results may also be published in a scientific journal. 
In either case, you will not be identifiable in any documents, reports or publications. You will be given 
access to the study results if you would like to see them, by contacting me.  
 
WHO IS ORGANISING AND FUNDING THE STUDY?  The study is being organised by me, under the 
guidance of my Supervisor at the University of Johannesburg. This study is funded by myself. 
 
WHO HAS REVIEWED AND APPROVED THIS STUDY? Before this study was allowed to start, it was 
reviewed in order to protect your interests. This review was done first by the Department of Sport and 
Movement Studies, and then secondly by the Faculty of Health Sciences Research Ethics Committee at 











WHAT IF THERE IS A PROBLEM? If you have any concerns or complaints about this research study, its 
procedures or risks and benefits, you should ask me. You should contact me, or alternatively my 
supervisor, Prof C.J. Roux, at any time if you feel you have any concerns about being a part of this study. 
Contact details are:  
 





If you feel that any questions or complaints regarding your participation in this study have not been 
dealt with adequately, you may contact the Chairperson of the Faculty of Health Sciences Research 
Ethics Committee at the University of Johannesburg: 
Prof. Chris Stein 
+27 11 559 6564 
cstein@uj.ac.za 
 
FURTHER INFORMATION AND CONTACT DETAILS: Should you wish to have more specific information 
about this research project information, have any questions, concerns or complaints about this research 
study, its procedures, risks and benefits, you should communicate with me using any of the contact 
details given above. 







DEPARTMENT OF Sport and Movement Studies  
RESEARCH CONSENT FORM 
 
The state and status of physical education in the Intermediate schooling phase (Grade 4-6), in selected 
public schools from the Alberton region of Gauteng, South Africa  
 
 
Please initial each box below: 
 
 
       I confirm that I have read and understand the information letter dated October 2019 for the 




                    I understand that my participation is voluntary and that I am free to withdraw from this study 
at any time without giving any reason and without any consequences to me. 
 
 




_______________________       ___________________________________  ________________ 
Name of Participant        Signature of Participant     Date 
 
 
_______________________      ___________________________________ ________________ 










DEPARTMENT OF Sport and Movement Studies  
RESEARCH CONSENT FORM 
 
The state and status of physical education in the Intermediate schooling phase (Grade 4-6), in selected 
public schools from the Alberton region of Gauteng, South Africa  
 
 
Please initial each box below: 
 
 
       I confirm that I have read and understand the information letter dated October 2019 for the 




                    I understand that my participation is voluntary and that I am free to withdraw from this study 
at any time without giving any reason and without any consequences to me. 
 
 




_______________________       ___________________________________  ________________ 
Name of Participant        Signature of Participant     Date 
 
 
_______________________      ___________________________________ ________________ 



















DEPARTMENT OF SPORT AND MOVEMENT STUDIES  
RESEARCH CONSENT FORM 
 
The state and status of physical education in the Intermediate schooling phase (Grade 4-6), in 
selected public schools from the Alberton region of Gauteng, South Africa  
 
 
Audio/Video Recordings:  
 With your permission, we would also like to audio record the interview. All tapes will be 
destroyed after transcription. Please sign below if you agree to be audio recorded  
 





_______________________       _______________________________  ________________ 





_______________________      ________________________________  ________________ 
Name of Researcher       Signature of Researcher   Date 
  










DEPARTMENT OF Sport and Movement Studies 
RESEARCH STUDY INFORMATION LETTER 
Dear Principal,   
I Clinton Swanepoel, Master student at the University of Johannesburg, would like to head research on 
several schools in the Alberton area of Gauteng, South Africa.  
With permission granted by the Department of Education, this letter serves to request permission to 
access your school and learners. 
Further approval from the learners and their parents/ guardians will be requested. The full proposal will 
be made available if so required. 
The following ethical considerations will be adhered to: 
 No name will be mentioned throughout the study. 
 All learners will have to be granted permission by their parents/ guardians.  
 Participation to this study in on voluntary basis and no rewards to be offered to learners. 
 Learners will be allowed to withdraw their participation at any stage with no penalties. 
 This study does not involve any risk or harm (physically and emotionally).  
 All information collected will be treated highly professional with respect to confidentiality and 
privacy. 
 This study does not promote anti-moral behaviours.  
 
Thank you for your assistance in this regard,  
Yours faithfully  
Clinton Swanepoel 






Annexure N: Parent information and Consent Form (Questionnaire and or Focus Groups) 
 








DEPARTMENT OF Sport and Movement Studies 
RESEARCH STUDY INFORMATION LETTER 
 
 
Dear Parent/ Guardian 
 
This letter serves to request/invite your child to participate in this study. 
The study consists of two (2) sections therefore your child will be requested to either complete a 
questionnaire or form a focus group discussion.  
 
The questionnaire will take only 15-20 minutes to complete whereas the focus group discussion will take 
approximately 30 minutes. The discussions will be audio taped with your permission.  
The following ethical considerations will be adhered to: 
 No name will be mentioned throughout the study. 
 All learners will have to be granted permission by their parents/ guardians.  
 Participation to this study in on voluntary basis and no rewards to be offered to learners. 
 Learners will be allowed to withdraw their participation at any stage with no penalties. 
 This study does not involve any risk or harm (physically and emotionally).  
 All information collected will be treated highly professional with respect to confidentiality and 
privacy. 
 This study does not promote anti-moral behaviours.  
 Audio recordings will be deleted as soon as data is captured. 
 
Your permission is required, your child can still withdraw from the study at any time and he/she will not 
be prejudiced.   
Name of Parent/ Guardian……………………………………………………… 
Signature……………………………………………..      Date: …………………………….. 
 
 
I…………………………………………………………… (Please print full name), in my capacity as parent/guardian of 
……………………………………………………………………………….. (Please print full names) a learners at 




take part in the research project entitled: A situational analysis of Physical education in South African 
Public Schools.  
 
I agree that my child may participate in the questionnaire or form part of the focus group discussion. I 
understand that participation in this study will involve providing information about: 
 Some aspects of my child’s life-orientation classes at school 
 Information regarding activities taking place at his/her school  
 
 Information regarding Physical Education opportunities at his/her school 
 
 I also understand that: 
 
 My child is under no obligation to participate in this study 
 
 There would be no incentive to my child for participating in this study.  
 
 My child’s anonymity will be protected at all times.  
 
 There are no risks involved in taking part in this study.  
 
I fully understand what participating in this study involves, and hereby give informed agreement for my 






















The District Senior Manager 
Gauteng Department of Basic Education  




Dear Sir / Madam 
Re: Request For Approval To Conduct a Research Study 
I Mr. Clinton Swanepoel hereby request for your permission to conduct a research in several primary 
schools within your district. This is made in order to comply with the requirements for the fulfilment of 
the degree Master of Philosophy in Sport Science. The title of the proposed study is: The state and 
status of Physical Education in the intermediate phase of selected public schools in Gauteng, South 
Africa 
I therefore request for permission to get access to all the primary schools to be sampled. Further 
approval from the various school principals, learners and their parents will be requested.  
The data will be collected by means of questionnaires, interviews and focus group discussions. No 
lessons will be disrupted during the course of data collection. The following ethical considerations will 
be adhered to: 
- Participation is voluntary and participants may withdraw at any stage of the research if they 
wish to do so with no penalties. 




- No names will be mentioned throughout and after the study. 
- This study does not involve any foreseeable risk or harm. 
- All information collected will be handled with professionalism in regard to confidentiality and 
privacy. 
The results of the study will be communicated to the participating schools upon request. For any 
questions and clarity kindly contact me on +27 76 454 2841or at clntnswanepoel@gmail.com 
Thank you for your kindness assistance in this regard. 
Yours faithfully 
Mr Clinton Swanepoel 
-------------------------------------     ----------/---------/---------- 
Signature       Date 
Alternatively, feel free also to contact my supervisor Prof C.J. Roux at croux@uj.ac.za or the Chairperson 
of the Ethics Committee Dr. C. Stein at cstein@uj.ac.za.  
 
-------------------------------------     ----------/---------/---------- 






















Annexure R: Editorial / proofreading confirmation letter 
  
LANGUAGE EDITOR’S DECLARATION  
  
18 January 2021   
  
To Whom It May Concern  
  
This letter serves to confirm that I, Esmé Grobler, an English language editor, have edited and proofread 
Chapters 1 to 5 of the MA dissertation, titled, The state and status of physical education in the 
Intermediate Phase of selected public schools in Gauteng, South Africa by Clinton Swanepoel in January 
2021.  
  
However, the onus is on the student to implement the suggested changes and address the comments 
made.   
  
Yours sincerely   
 
  
Esmé Grobler   
MA English (NWU)   

















Annexure U: University of Johannesburg Higher Degrees clearance 
 
